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Abstract
PERCEPTIONS OF TEACHER EDUCATORS AND PUBLIC SCHOOL 
PRINCIPALS CONCERNING THE IMPORTANCE OF SELECTED 
BEHAVIORS FOR BEGINNING TEACHERS: A ^  STUDY
by
Jean Culp Flanigan
The purpose of this study was to determine the factors of agreement 
or disagreement between a group of public school principals and a group 
of teacher educators concerning their perceptions of the relative 
Importance of specific teaching behaviors to the success of the beginning 
classroom teacher.
A random sample of 20 public school principals from the 13 school 
systems of the Upper East Tennessee Educational Cooperative and a random 
sample of 20 teacher educators from East Tennessee State University 
responded to an 80-item teacher behavior £-sort. Their results were 
factor analyzed, and four significant factors emerged. The four factors 
were named "Teaching for Intellectual Development," "Businesslike 
Teaching," "Moralistic Teaching," and "Teaching for Content."
"Teaching for Intellectual Development" was characterized by a 
concern for competent knowledge of subject matter, careful planning, 
pleasurable Involvement of students in learning activities, meeting 
individual learning needs of pupils, and encouraging the intellectual 
development of students as well as transmitting knowledge of subject 
matter.
Respondents who loaded on the factor "Businesslike Teaching" showed 
a concern for orderly presentation of lessons, "proper" classroom decorum 
on the part of pupils, consistency in administering discipline, compli­
ance with established rules, positive reinforcement for desired behaviors 
and negative reinforcement for undeslred behaviors, competence In subject 
matter, and provision for special needs of slow learners.
The factor named "Moralistic Teaching" emphasized competence in 
subject matter, conscientious attention to planning and grading, interest 
in the personal well-being of pupils, humanistic social and moral values, 
and correct speech patterns.
"Teaching for Content" had much in common with "Teaching for 
Intellectual Development," but showed a greater concern for the teacher 
as a successful channel for imparting a body of subject matter content.
All of the teacher educators and half of the principals had signif­
icant loadings on the factor "Teaching for Intellectual Development."
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More principals had significant loadings on "Businesslike Teaching" than 
on any other factor. Principals and teacher educators were evenly 
divided on the other two factors.
That both groups of respondents clustered on the same factors 
suggests that there is more agreement than disagreement between the two 
groups. The strong consensus of teacher educators supports the conclu­
sion that there exists a unity of purpose among the faculty of ETSU 
concerning the preparation of classroom teachers. The greater diversity 
of responses among the principals Indicates that they are as much in 
disagreement among themselves as they are with teachers concerning their 
perceptions of what is Important for a beginning teacher.
The conclusion was drawn from the findings of this study that, for 
the groups represented, occupational role was not in itself a differenti­
ating factor in determining the perceptions of educators as to what is 
important for the success of beginning teachers.
The fear of the Lord 1b the beginning of wisdom, 
and knowledge of the Holy One is understanding,
— Proverbs 9:10
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CHAPTER 1
THE PROBLEM
One of the fundamental problems In the assessment and prediction of 
teacher performance Is that opinions differ aB to what good teaching Is. 
There exists no constant criterion for appraising teachers (Dixon &
Morse, 1961). The efforts of research to alleviate this problem were 
described by Harold E. Mitzel (1960):
More than half a century of research effort has not 
yielded meaningful measurable criteria around which the 
majority of the nation's educators can rally. No standards 
exist which are commonly agreed upon as the criteria of 
teacher effectiveness. (p. 1481)
The failure of research to provide a standard definition of effective 
teaching was further described by Naim A. Sefein (1963).
Ratings of teachers provided by observers, administrators, 
colleagues, and pupils do not correlate appreciably with each 
other. . . . Even when objective measurement has been possible, 
as in pupils' achievement in subject matter, the results of such 
measurement have not shown any appreciable correlation with 
ratings of teacher behavior, (p. 3)
According to research, which traits are deemed most important 
for an effective teacher is a factor dependent on the attitudes of the 
judge (Kerlinger, 1966). Thus, research efforts have shifted 
from attempts to identify a standard for teacher effectiveness to 
attempts to predict the expectations of different groups of evaluators.
As A. S. Barr (1961) expressed it,
Current attempts to evaluate teacher effectiveness deal 
with certain realities that must be given consideration, such, 
for example, as the perceptions of teachers, pupils, parents, 
and administrators of what goes on under what conditions. It
1
2is not enough to know merely what is, but it is equally 
important to know what people think is. (p. 152)
This study was designed as a specific and systematic attempt at
furthering the understanding of the perceptions of different professional
groups concerning the importance of certain teacher behaviors.
At no time in the teaching career is the lack of agreed-upon
criteria for evaluation so critical as for the beginning teacher.
Having just completed four or more years of preservice training under
one set of evaluation criteria, the beginning teacher is thrust into a
situation where re-employment and hopes for tenure are dependent on
satisfying the expectations of a different group, with different and
often poorly defined expectations. At the same time, the neophyte must
make an abrupt transition from almost constant supervision and little
independence to almost no supervision and almost complete Independence
(Goodlad, 1965). Failure to meet the evaluator's standards under such
circumstances is not so much an indication of incompetence as it is a
symptom of Ignorance of expectations.
John Dewey’s description of the plight of the beginning teacher is
as accurate today as it waa in 1904:
Now the teacher who is plunged prematurely into the 
pressing and practical problem of keeping order in the 
schoolroom has almost of necessity to make supreme the matter 
of external attention. The teacher haB not yet had the 
training which affords psychological insight— which enables 
him to judge promptly (and therefore almost automatically) 
the kind and mode of subject-matter which the pupil needs 
at a given moment to keep his attention moving forward 
effectively and healthfully. He does know, however, that 
he must maintain order; that he must keep the attention of 
the pupils fixed upon his own questions, suggestions, 
instructions and remarks, and upon their "lessons." . . .
The student (teacher) adjusts his actual methods of teaching, 
not to the principles which he is acquiring, but to what he 
sees succeed and fail in an empirical way from moment to
3moment: to what he sees other teachers doing who are more
experienced and successful In keeping order than he Is; and 
to injunctions and directions given him by others. In this 
way the controlling habits of the teacher finally get fixed 
with comparatively little reference to principles in the 
psychology, logic, and history of education.
Immediate skill may be got at the cost of power to go 
on growing. The teacher who leaves the professional school 
with power in managing a class of children may appear to 
superior advantage the first day, the first week, the first 
month, or even the first year, as compared with some other 
teacher who has a much more vital command of the psychology, 
logic, and ethics of development. But later "progress" may 
with such consist only in perfecting and refining skill 
already possessed. Such persons seem to know how to teach, 
but they are not students of teaching. . . . Unless a 
teacher is such a student, he may improve in the mechanics 
of school management, but he can not grow as a teacher, an 
inspirer and director of soul-life. (pp. 14-15)
The two groups of evaluators whose expectations have the most signif­
icance for the success of the beginning teacher are college-based teacher 
educators and public school principals. The standards of the teacher 
educators are presumably those to which the beginning teacher has been 
trained; those of the principals are the basis for job-performance 
evaluation. That both groups seek teachers who possess "immediate skill" 
as well as "the power to go on growing" would seem obvious. The fact 
that both college student teaching supervisors and school principals 
attempt to predict future success based on evaluation of present perfor­
mance was pointed out by Lillian R. Dunay (1966).
Yet preliminary studies (Sefein, 1963; Dunay, 1968) suggest that in 
spite of their similarities of purpose, teacher educators and school 
principals do not agree as to which criteria are most important in 
evaluating teacher competence.
Since educators seem to have agreed to disagree on this crucial 
subject of teacher competence, it would appear that the next logical
step for researchers would be to explore the areas of disagreement, In 
hopes that they can be Isolated, identified, categorized, and predicted 
with some precision. Such was the purpose of this study.
Statement of the Problem
The problem of this study was to determine the factors of agreement 
or disagreement between a group of public school principals and a group 
of teacher educators concerning their perceptions of the relative 
importance of specific teaching behaviors to the success of the beginning 
classroom teacher.
Delimitations of the Study
The subject populations of this study were delimited to public 
school principals in the 13 city and county school systems comprising 
the Upper Hast Tennessee Educational Cooperative (UETEC) and teacher 
educators from East Tennessee State University (ET5U). Restricting the 
populations in this way was based on the following research consideration 
offered by one of the few researchers who has dealt with the perceptions 
of different groups concerning teacher behaviors (Sefein, 1963);
Research should be conducted using small and well defined 
samples of respondents, aspects of behavior, and relative to a 
specific group of teachers. The use of large and heterogeneous 
samples of respondents tends to increase the variability of 
responses and to mask a number of important differences (emphasis 
added). Furthermore, results which are detailed and specific 
are of more practical value than the few general ones with 
many exceptions that are normally achieved in large sample 
studies, (p. 121)
No attempt was made to generalize the results of the study to 
broader populations than those from which the respondents were sampled.
Assumption
5
For the purposes of this study, It was assumed that perception may 
be measured by judgment of behaviors In a 3.-sort.
Hypothesis
The hypothesis tested In this study was: Principals and teacher
educators will differ in their perceptions of the Importance of specific 
teacher behaviors in the areas of normative-social, authority-disclpllne, 
Interpersonal relations, and teaching-subject matter for the success of 
a beginning teacher.
Significance of the Study
Very few studies have been conducted to examine the differences in 
the perceptions of desirable teacher behaviors by various groups of 
teacher evaluators. Of this small body of research, the Investigator 
found only two studies dealing directly with the attitudes of principals 
and teacher educators (Sefein, 1963; Dunay, 1968). Kerlinger (1956, 1958a 
& b, 1967, 1972) devoted considerable attention to the influence of social 
attitudes on the perceptions of desirable teacher characteristics. Marvin 
Sontag (1967), a pupil of Kerlinger, examined the influence of traditional 
versus progressive attitudes toward education on the perception of 
teacher behaviors. The present research was designed to further refine 
and expand the knowledge uncovered in these previous studies.
In addition to providing information useful in the development of 
a theory of the expectations of different groups concerning teacher
behavior, thia study had implications for providing data which have 
immediate, specific, and practical applications for the university and 
school systems from which the respondents were sampled.
In May, 1977, Linda C, Gardner conducted a survey of the central 
office staffs of the 13 UETEC member public school systems in order to 
assess their staff development needs in relation to the programs and 
services offered by ETSU, The superintendents and supervisors interviewed 
were critical of the communication between ETSU's College of Education 
and the public schools, and indicated a general feeling that professors 
of education were out of touch with the changing needs of education.
They felt that the public schools had little input into the development 
of teacher training programs at ETSU, either preservice or inservice.
Some of the specific criticisms of ETSU's preparation of beginning 
teacherB were insufficient exposure to a variety of public school 
situations; lack of practical knowledge concerning record keeping, money 
collection, bus duty and restroom duty; inability to maintain classroom 
control; Insufficient experience in individualized Instruction; and lack 
of knowledge of music and the arts.
Since a reasonable assumption is that ETSU Btrives to turn out 
competent beginning teachers, these criticisms seemed to point to a 
conflict between the ETSU teacher education faculty and public school 
administrators as to what constitutes competence. Such conflict is 
perhaps to be expected, as D. G. Ryans (1960a) pointed out.
Disagreement and ambiguity with respect to the description 
of teacher effectiveness are to be expected, and cannot be 
entirely avoided, because competent teaching is a relative 
matter. A person's concept of a "good" teacher depends, first, 
on his acculturation, his past experience, and the value 
attitudes he has come to expect, and, second, on the aspect
of teaching which may be foremost in his consideration at 
any given time. (p. 3, emphasis added)
The university teacher educator and the public school administrator 
or supervisor are certainly confronted with different aspects of teaching. 
The teacher educator is usually more concerned with "what ought to be," 
while the school principal cannot escape the day-to-day realities of 
"what is."
The marketplace relationship between university and school system 
is unlike that of producer and consumer in other segments of society.
The university is concerned not only with satisfying the local school 
system as the market for the university's product, the beginning teacher; 
it attempts to influence the operation of the local school system and 
the nature of the product It develops, the public school pupil. Even 
though the local system influences the preparation process by the demands 
it makes on the product it chooses, teacher education programs should be 
responsive to local demands only within professional limits. Beginning 
teachers should be prepared to perform their profession anywhere (Howsam, 
Corrigan, Denemark, & Nash, 1976).
The College of Education at ETSU was in the process of undergoing 
structural reorganization. At the same time, the academic calendar of 
the University was being changed from the quarter to the semester system. 
Both actions forecast the possibility of significant revision of the teacher 
education curriculum. While all these changes were taking place seemed 
a particularly appropriate time, especially in light of the Gardner 
survey, to follow the recommendations of the Study Commission on Under­
graduate Education and the Education of Teachers to provide "education 
statiBtlCB which illuminate the market and tell what kinds of teachers
are needed and where and what kinds are not needed" (Olson, Freeman, 
Bowman, & Pieper, 1972, p, vi).
The present study was designed to explore the local market, that is, 
the 13 local school systems of UETEC, to learn if the kinds of teachers 
wanted by their principals, as identified by specific teacher behaviors, 
were the same as those deemed desirable by teacher educators at ETSU.
The resulting Information should help illumine the communication between 
the College of Education and the local schools. It should also provide 
data that could be of value to the College of Education in planning for 
curriculum changes, in line with the belief that it is desirable "to 
seek an understanding of the teaching process as it is commonly performed 
before making an effort to change it" (Jackson, 1968, p. 175).
Definitions of Terms
Authority-Disclpline
Authorlty-dlscipllne was used to describe those "behaviors relevant 
to the maintenance of proper classroom decorum and enforcement of school 
rules" (Sontag, 1967, p. 30).
Beginning Teacher
A beginning teacher was defined as "a person who has completed a 
regular course, including practice teaching, in a teacher-training 
institution, and is legally certified to teach" (Good, 1959, p. 58), and 
is in his first year of full-time employment as a classroom teacher. 
Interpersonal Relations
Interpersonal relations was used to describe those "behaviors 
relevant to the general climate of the teacher's relations with his 
pupils and his contribution to the pupils' general personality develop­
ment" (Sontag, 1967, p. 30).
Normative-Social
Normative-social was used to describe those "behaviors relevant to 
inculcating the student with the values and norms of society" (Sontag, 
1967, p. 30).
Perception
For the purposes of this study, perception was used in the broad 
sense which Kerlinger (1966) used to mean social perceptual judgments or 
judgmental perceptions. While judgment and perception are closely 
related concepts, there is a difference which should be considered. 
Kerlinger (1966) distinguished between them in this way;
Perception is usually considered an immediate act of 
awareness of environmental objects plus some apprehension 
of the "meaning" of the objects. Judgment involves discrim­
ination, comparison, and choice; it is ordinarily more 
deliberate than perception, (p. 159n)
D. M. Johnson (1955) saw the difference as largely quantitative.
Presumably as confidence approaches a maximum and time 
of response approaches the reaction time, judgment is mini­
mized and the act approaches direct perception, (pp. 284-285)
Even though the data gathering process in this study Involved 
discrimination, comparison, and choice, and subjects were allowed time 
for response much in excess of reaction time, the study was considered 
an examination of perceptions rather than judgments. This decision was 
based on agreement with Johnson's (1955, p. 283) premise that although 
the response of a subject takes the form of a judgment, it is the under­
lying perceptual process which is of interest to the experimenter. 
Perception of Teacher Behaviors
For this study, perception of teacher behaviors was operationally 
defined as "the individual's pattern of judging teacher behaviors on a
10
Q-aort according to his perception of the desirability of these behaviors" 
(Sontag, 1967, pp. 7-8).
Public School Principal
A public school principal was defined as the chief administrative 
and supervisory officer of a public elementary or secondary school in one 
of the 13 school systems of UETEC.
Teacher Behavior
A teacher behavior was defined as "a specific classroom act capable
of being executed by a teacher and involving interaction with students"
(Sontag, 1967, p. 6). For example,
Presents well planned lessons.
Gives pupils deserved compliments.
Teaches respect for all ethnic groups.
Discourages pupils from speaking out of turn.
Teacher Educator
A teacher educator was defined as a member of the ETSU teaching
faculty holding the rank of assistant professor or above, whose prime
responsibilities Include the preparation of teachers for classroom duties
in the public schools.
Teaching-Subject Matter
Teaching-subject matter was used to describe those "behaviors
relevant to the general conduct of offering subject matter to the student,
including the planning and presentation of lessons and the implementation
of curriculum" (Sontag, 1967, p. 30).
Organization of the Study
The study was organized into five chapters. Chapter 1 consisted of 
an introduction, statement of the problem, delimitations of the study,
11
definitions of terms, and organization of the study. A review of related 
literature is presented in Chapter 2. In Chapter 3 are described the 
procedures by which the study was conducted. Chapter A is an analysis of 
the findings of the study. The summary, conclusions, and recommendations 
are found in Chapter 3.
CHAPTER 2
REVIEW OF RELATED LITERATURE
The review of literature for this study was limited to an examination 
of two landmark studies of teacher behaviors and to works dealing specif­
ically with the perception of different groups concerning the desirability 
of certain behaviors for classroom teachers.
Teacher Behaviors
While many researchers have undertaken the identification and 
classification of teacher traits and behaviors, two unusually comprehensive 
studies are those by W. W. Charters and Douglas Waples (1929) and D. G. 
Ryans (1960a). These two studies were judged to be essential for cover­
age in this review of related literature because they were cited as 
prime sources for the population of teacher behaviors from which the 
instrument used in this study was constructed (Sontag, 1968, p. 387n).
Motivated by an absence of well-defined objectives for teacher 
training, Charters and Waples (1929) conducted a comprehensive survey of 
teacher traits and activities. They classified approximately 12,000 
specific teacher characteristics under 1001 divisions, subdivisions, 
sections, and subsections. The following are the major divisions and 
subdivisions of the classification:
I. Teachers' activities involved in classroom instruction
A. Teaching subject matter
B. Teaching pupils to study
II. Teachers' activities involved in school and class
management (exclusive of extra-curricular activities)
12
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A. Activities Involved in recording and reporting 
facts concerning pupils
B. Activities involving supervision of pupils' extra- 
classroom activities (exclusive of activities 
Involved in school and classroom management)
III. Activities involving supervision of pupils' extra-classroom 
activities (exclusive of activities involved in school 
and classroom management)
IV. Activities involving relationships with personnel of 
school staff
V. Activities involving relations with members of school 
community
VI. Activities concerned with professional and personal 
advancement
VII. Activities in connection with school plant and supplies 
(P. 21)
The total list was submitted to samples of teacherB, principals, 
college professors of education, and supervising teachers for decile 
ranking as to the importance of learning each activity in preservice 
training. Coefficients of correlation for each pair of groups were 
computed in relation to "the relative frequency, difficulty of learning, 
importance, and desirability of preservice training in the activities 
performed by teachers in different communities, grades, and subjects" 
(Charters & Waples, 1929, p. 24).
In addition to the activities or behaviors of teachers, the Charters 
study dealt with desirable traits of teachers. A master list of 25 
traits was judged by a panel of 25 administrators as to the Importance for 
success of teachers in senior high school, junior high school, inter­
mediate grades, kindergarten-primary grades, and rural schools. The 
results are shown in Table 1.
Another particularly significant study of teacher traits and 
behaviors was Ryans’ (1960a) Teacher Characteristics Study, which 
consisted of over 100 separate researches, carried out with over 6,000 
teachers in 1,700 schools and 450 school systems. The purpose of the 
study was to identify "significant teacher characteristics and to
T ib i*  1
lan k -L U t o f  Teachera ' T ralca
a of:
Tralta Grade* 
X-EII 
Stator 
H. S.
Grad** 
VII-1X 
Junior 
K. S.
Cradta
11I-V1
Incer-
atdlate
Cradta
Kdf-II
u (.
Frlaary
Bural
School
1. adaptability . . . . . . . . . . .  ..................  . . . . . B 10 S t 1
2. Attracclvtntai, ptraonal appearance .......................... 17 14 9 10 IS
1. Breadth of Inttrcat (lntaicat In cooaunlty, lnttreat In
prafataloo, Intarcat la pupil*) .......................... 1 10 11 13 2
4. Cirtfulnt** (accuracy, dtflnlteneaa, thorou|hn*a*) . .......... 11 13 9 14 12
5. Conaldtratcat** (appreclatlvtntea, courteay. klndlln***,
aynpathy. tact, uaaelfiahntaa) ..............  . . . . . . . 17 3 1 1 3
6. Co-op*tatton (htlpfulnta*. loyalty) . . . . . . . . . . . . . . 11 9 14 It 3
7. Dependability (conilatcncy).................................. 14 19 It 17 13
S. Enthualaaa (altrtneaa, anlaatlen, lnapliatloo, apontanalty). , , 9 4 3 2 11
9. F l u e n c y ....................................................... 23 24 23 23 23
10. Fetcafulntaa (courage, dtc 1 ■ lv*n*«*, (Iranm, Independence,
purpoacfulntaa) . . . . . . . . . . . . . .  .............. 3 4 IS 19 13
11. Good Judgment (dlaerctlon, fottal|ht, loaltht, lnt*lll|*nct) . . 7 1 3 4 3
11. Health ......................................................... It It 12 10 9
13. Honcaty ........  . ..........  . . . . . . . . . . .  ........ 7 12 7 9 t
14. Induatry (patience, paratveraaea) . . . . . .  ................ 19 8 14 13 17
13. Lctdtrahlp (imitative, aelf-confldtnct) ...................... 4 7 19 21 8
13. Magnetite (approachablllty, chactfulnca*. optlalia,
plcaaaatntaa, atnaa of huaor, aoclablllty. plaaalnt 
volca, ulttlncta) ......................................... 11 4 3 3 9
17. Hiitna** (claanlloaaa) . . . . . . . . . . . . . . . .  ........ 20 16 13 4 IS
18. Openelndedneta . . . . . . . . . . . . . . . . . . . . . . . . . 9 20 23 74 22
19. Originality (laaglnitlventia, reaourcctulne**) . . . . . . . . . 22 22 16 12 19
20. Frost*aal**a**a (aabltlon) . . . . . . . . . . . . . .  ........ 23 23 22 20 22
21. Froaptaea* (dlapatch. punctuality) 21 14 20 IB 21
22. lellneeent [conventtonaltty, food taata, aodiaty, Morality,
atapllclty) ............................................... 14 20 2 ■ 13
23. ScholaraMp (Intellectual eutloelty).......................... 3 It 21 21 20
24. Self-control (calancaa, dignity, polaa, reaerve. aobrlety) . . . 2 2 3 t 6
13. Thrill ......................................................... 23 23 24 23 24
Mot*. C h irm *  4 ttap lea , 1929, p . IS .
15
develop objective measures that might be used In evaluating and predicting 
teacher behavior" (p. 369). The scope of the study was much too large 
to report here in detail, but Ryans used the "critical incident" method 
to determine those behaviors to be studied. He defined a critical 
incident as "any observable teacher behavior or act which might make the 
difference between success or failure in some specified teaching 
situation" (p. 79). Submitting the data to factor analysis revealed 
three main patterns of teacher behavior:
Pattern X«— warm, understanding, friendly vs, aloof, ego­
centric, restricted teacher behavior.
Pattern Y0— responsible, businesslike, systematic vs. 
evading, unplanned, slipshod teacher behavior.
Pattern Z0— stimulating, imaginative, surgent v£. dull, 
routine teacher behavior. (Ryans, 1960a, p. 382)
These and other studies of teacher traits and behaviors have made a 
significant contribution to professional knowledge by identifying actual 
behaviors of teachers, but have done little toward resolving the dilemma 
of disagreement among judges as to the desirability of specific teaching 
behaviors.
Perceptions Regarding Behaviors of 
Classroom Teachers
Many scholars have examined the perceptions, preferences, opinions, 
or expectations of different groups concerning the relative importance 
of certain teacher behaviors or traits. A sample of their reports is 
described below, followed by detailed discussions of some studies with 
particular significance for the present research.
U. B. Brookover (1955) examined the role expectations of teachers 
by different groups of evaluators. He found that the expectations
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differed not only between groups, but also in the teacher's definition 
of a group's expectations. He saw thlB divergence as significant not 
only for teacher evaluation, but also for the education of teachers, 
recommending further research on the role expectations for different 
groups and on "how to train teachers so that they can effectively adapt 
to the many expectations of them and maintain acceptable personality 
adjustment" (p. 13).
In a further study of role expectations of teachers, E. G, Guba 
and C. E. Didwell (1957) found ratings of teacher effectiveness by a 
principal to be functions of the degree to which the principal perceived 
the teacher to be fulfilling the role expectations he had toward that 
teacher, and that the principal's ratings were Independent of factors 
which might be seen by an outside observer,
A recent study (Dzuiban & Sullivan, 1978) by the Florida Council on 
Teacher Education identified 23 competencies considered by teachers as 
"always" or "frequently" essential for carrying on their work. These 
competencies, listed in Table 2, may be interpreted as a description of 
the teacher sample's role expectations for themselveB.
A Michigan-based study (Klingele, 1973) bore particular significance 
for this research. Secondary school principals were asked to assess the 
performance of their beginning teachers in terms of 20 teacher traits 
and behaviors. They regarded their beginning teachers as good in knowl­
edge of subject matter, personal relations with other teachers, and 
enthusiasm for teaching. The greatest weaknesses of beginning teachers 
were perceived to be community involvement, teaching the disadvantaged
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Table 2
Essential Teaching Competencies as Perceived 
by a Sample of Florida Teachers
Rank Competency
1. Demonstrate the ability to orally communicate Information on a
given topic in a coherent and logical manner.
2. Demonstrate the ability to write in a logical, easily understood
style with appropriate grammar and sentence structure.
3. Demonstrate the ability to comprehend and Integrate a message after 
listening.
4. Demonstrate the ability to read, comprehend, and interpret profes­
sional material.
5. Demonstrate the ability to add, subtract, multiply, and divide.
6. Demonstrate an awareness of patterns of physical and social develop­
ment in students.
7. Diagnose the entry knowledge and/or skill of students for a given 
set of instructional objectives using diagnostic tests, teacher 
observations, and student records.
8. Identify long-range goals for a given subject area.
9. Construct and sequence related short-range objectives for a given 
subject area.
10. Select, adapt, and/or develop Instructional materials for a given 
set of instructional objectives and student learning needs.
11. Select/develop and sequence related learning activities appropriate 
for a given Bet of instructional objectives and student learning needs.
12. Establish rapport with students in the classroom by using verbal 
and/or visual motivational devices.
13. Present directions for carrying out an Instructional activity.
14. Construct or assemble a classroom test to measure student perfor­
mance according to criteria based upon objectives.
15. Establish a set of classroom routines and procedures for utilization 
of materials and physical movement.
16. Formulate a standard for student behavior in the classroom.
17. Identify causes of classroom misbehavior and employ a technique(s) 
for correcting it.
18. Identify and/or develop a system for keeping records of class and 
individual student progress.
19. Counsel with students both Individually and collectively concerning 
their academic needs.
20. Identify and/or demonstrate behaviors which reflect a feeling for 
the dignity and worth of other people, including those from other 
ethnic, cultural, linguistic, and economic groups.
21. Demonstrate Instructional and social skills which assist students in 
developing a positive self-concept.
22. Demonstrate instructional and social skills which assist students in 
Interacting constructively with their peers.
23. Demonstrate teaching skills which assist students in developing
 their own values, attitudes, and beliefs. _______________
Note. Adapted from Dziuban & Sullivan, 1978, pp. 422-423.
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and minority groups, and classroom management and discipline. A high 
rating by the principals was interpreted as a general approval of the 
teacher training program In that area, while a low rating was interpreted 
to mean that the college preparation In that area was Inadequate, The 
20 traits and behaviors and the principals1 ratings are given in Table 3.
Another study involving principal ratings of beginning teachers was 
conducted by A. VJ. Brewer (1966). The evaluations of the principals 
were correlated with the college undergraduate academic achievement of 
the beginning teachers being evaluated. All the correlations were low.
A third study (Fitzgerald, 1972) dealt with the problems encountered 
by beginning teachers and the perceptions of these problems by beginning 
teachers, teacher educators, principals, and supervisors. The data 
revealed a correspondence of perceptions between supervisors and teacher 
educators and between principals and beginning teachers, but a general 
lack of consensus among the four groups.
Yet another comparative study involving the appraisal of beginning 
teachers was that of R. L. Turner (1965). The point of comparison in 
that research was the social class background of the community. He 
found that whether a school Bystem was in a predominantly middle-class 
or predominantly working-class community had a significant bearing on 
the kinds of teacher characteristics the supervisors regarded aB 
important. In largely working-class communities supervisors emphasized 
teacher task performance. In middle-class communities the perBonal-soclal 
characteristics of the teacher were regarded as more important.
The research described above was very supportive of the theory 
that groups differ in their perceptions of the importance of teacher
Table 3
Percent of Secondary School Principals Indicating 
Levels of Behavior of Beginning Teachers
Teacher Behavior
Extremely
Weak Weak Average Good Excellent
Knowledge of subject matter 0 2.01 22.11 61.32 11.56
Ability to communicate ideas 1.00 6.00 50.00 42.50 .50
Ability to motivate students 2.02 19.19 52.52 24.75 1.51
Classroom management 3.05 33.50 46.70 15.74 .51
Discipline 4.55 35.35 48.99 10.60 .51
Utilization of teaching aids .51 17.95 48.21 31.79 1.54
Innovation— variety of teaching methods used .51 28.70 45.45 22.73 2.02
Teaching the disadvantaged (social, 
cultural, mental) 10.38 38.25 38.25 13.11 0
Teaching minority groups 6.21 27.95 49.07 16.15 .62
Organization and planning of lessons 1.00 24.62 46.73 27.14 .50
Positive attitude toward students 3.04 15.22 31.47 42.64 7.61
Enthusiasm for teaching 2.54 9.64 27.92 51.27 8.63
Use of spoken and written English .50 8.54 38.19 48.74 4.02
Personal appearance .50 7.54 35.18 46.73 10.05
Personal relations with other teachers 0 4.50 34.50 52.00 9.00
Personal improvement and advancement .51 5.05 47.98 43.94 2.53
Professional involvement 0 17.35 48.98 33.16 .51
Professional ethics 0 7.54 57.79 31.15 3.52
Dependability 0 4.00 44.00 45.50 6.50
Community involvement 12.57 45.03 30.90 9.42 2.09
Note. The table does not show the percentage of respondents who omitted items. Klingele, 1973, p. 559.
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behaviors, particularly for the success of beginning teachers. Yet the 
sources of difference remained unexplored, except to a limited extent in 
the Turner study. More intensive research was needed, conducted according 
to more exacting methodology than the interview, rank order, or Likert 
scale approaches used in most teacher evaluation research. A search of 
the ERIC and DATRIX data bases and bibliographic cross-referencing 
yielded a small but significant body of such literature.
The leader in research dealing with the comparison of the attitudinal 
perceptions of different groups is Fred N. Kerllnger, whose studies (1956, 
1958a & b, 1966, 1967, 1972) influenced this research both procedurally and
theoretically. The basis of comparison in Kerllnger's studies was social
attitudes toward education, and he employed £  methodology to measure the
perceptions or attitudes of respondents and factor analysis to identify
the sources of difference.
Kerllnger first examined the "progressive-traditional" dichotomy of
the attitude structure of the individual in 1956. He explained the
previous neglect of attitudinal research as being due to the fact that
there has been no convenient technical method, except, perhaps, 
the interview, for getting at the attitude structure of the 
individual. And, too, social scientists have been preoccupied 
with the large-N approach. . . . Individuals were studied 
secondarily; they were not the primary focus of attention.
(pp. 268-289)
A (J-sort was used to examine a theory expressed in four major 
hypotheses:
1. Individuals having the same or similar occupational 
or professional roles will hold similar attitudes toward a 
cognitive object which is significantly related to the 
occupational or professional role. Individuals having 
dissimilar roles will hold dissimilar attitudes,
2. There exists a basic dichotomy lit the cducutionnl 
values and attitudes of people, corresponding to "restrictive"
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and "permissive" or "traditional" and "progressive" modes 
of looking at education.
3. Individuals will differ in degree or strength of 
dichotomization, the degree or strength of dlchotomizatlon 
being a function of occupational role, extent of knowledge 
of the cognitive object (education), the importance of the 
cognitive object to the subjects and their experience with 
it.
4. The basic dichotomy will pervade all areas of 
education, but individuals will tend to attach differential 
weights to different areas, specifically to the areas of
(a) teaching-subject matter curriculum, (b) Interpersonal
relations, (c) normative, and (d) authority discipline.
(pp. 289-290)
Twenty-five subjects were selected on the basis of occupational 
roles and known attitudes toward education. The occupational roles were
classified as Education Professors, Liberal Arts Professors, and Outside
People. They were administered an 80-item jj-sort built on the traditional/ 
progressive, teaching-subject matter-curriculum/normative-soeial/inter­
personal relations/authorlty-dlsclpllne paradigm suggested by the 
hypotheses.
Four factors emerged from the factor analysis procedure. Examination 
of the loadings showed that individuals clustered into factors more 
according to occupational role than according to progresBlvlsm or 
traditionalism. Although the attitudinal differences were not as 
conclusive as those for occupational role, they were suggestive enough 
for further research.
Kerllnger continued to report and elaborate on his progreBsive- 
traditlonal theory (1958a, 1958b), and in 1966 conducted a two £-sort 
study to examine "the relations between attitudes toward education and 
perceptions of desirable traits of teachers" (p. 160). The £-sort used 
to measure educational attitudes was the same Instrument developed for 
the earlier study, and the £-sort for measuring perceptions of teacher
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traits was an 80-ltem sample of adjectives descriptive of teachers. The 
factor analysis of each £-sort produced three factors, the matrices of 
which were judged to be fairly congruent.
An outgrowth of Kerllnger*s work and even more closely related to 
the present study was the doctoral study of Marvin Sontag (1967, 1968), 
The problem of Sontag*s research was to answer "how do attitudes toward 
education influence perception of desirable elementary and secondary 
school teacher behaviors?" (1967, p. 386)
Two instruments were used— Kerllnger1s Educational Attitudes Scale, 
a sequel to his educational attitudes £-sort, and an 80-ltem £-sort 
. designed to measure perceptions of desirable teacher behaviors. The 
items were concise statements reflecting teacher classroom behaviors in 
the areas of teaching-subject matter, Interpersonal relations, authorlty- 
disclpline, and normative-social.
Since this instrument was chosen for uBe in the present study, 
Sontag*s description of the validation procedure should be examined:
An original pool of some 173 items was constructed or 
drawn from the literature. After screening and editing, 
five judges, with a knowledge of educational theory and item 
and test construction, were employed to ascertain both the 
validity and clarity of the statements. Judges were asked 
to assign the behaviors to one of the four areas Indicated 
above. At the same time judges were told to reject all 
items which: 1. could not be classified; 2. could not
be considered teacher behaviors; and 3. are unclear.
Statements that were deemed acceptable by four out of the 
five judges (not removed on the basis of clarity, classi- 
fiability and desirability) were considered for the final 
(J-sort. The second criterion employed for retention of 
items was that four of five judges had to agree on the 
assignment of the behavior to an area (e.g. teaching-BUbJect 
matter). Twenty items in each category were retained for 
the final scale. (1968, p. 387)
Forty subjects with elementary school teaching experience and forty
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with high Bchool teaching experience were selected on the basis of their
scores on the Educational Attitudes Scale. They were asked to sort the
(J-sort behaviors Into a quasi-normal distribution according to their
relative Importance for either elementary or high school teachers
according to the following distribution:
Least Important Most Important
Value 0 1 2 3 4 5 6 7 8 9  10
Number of Items 2 4 6 9 12 14 12 9 6 4 2
Factor analysis of the data yielded four factors for both the 
elementary and high Bchool £^ -sorts. The descriptions of the factors are 
given In Table 4.
Table 4
Factors from Elementary and High School £-Sorts
Factor Elementary Factors Factor High School Factors
A. Concern for Students A. Concern for Students
B. Competent Subject Matter 
Presentation
B. Rules and Discipline
C. Rules and Discipline C. Structure and Subject Matter
D. Stimulating Teaching D. Unnamed
Note. Sontag, 1967, p. 122.
Coefficients of congruence between similarly named elementary and 
high school factors supported the observation that the factors were 
related. The factors also followed the general theoretical structure of 
the four areas of teacher behavior built into the study. However, the 
only significant correlation between traditionalism and progresslvlsm 
that emerged wob in reference to high school teachers, with traditionalist
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subjects loading on Factor B, "Rules and Discipline."
In addition to providing a validated (J-Bort of teacher behaviors
and serving as a procedural model, the results of Sontag1s research
offered a strong theoretical basis for the present study. First, the
congruence between elementary and high school factors supported the
decision to make no distinction between behaviors of elementary and
secondary teachers. Second, the similarities between the emergent
factors and the theoretical structure of the £-sort suggested that the
four areas of normative-social, authority-disclpline, teaching-subject
matter, and interpersonal relations are not only valid classifications
of classroom behaviors of teachers, but also may be descriptive of
significant types of teaching emphasis, perceptions of which by different
evaluating groups may be more closely related to occupational role than
to educational attitude.
The DATRIX search produced two other doctoral studies dealing with
topics very closely related to the problem of this study. The first of
these was by Naim Sefein (1963), who investigated "the relative degree
of importance which two groups of educators attach to certain desirable
characteristics of the high school teachers in the 'academic' areas"
(p. 1). Intended as a pilot study, the research tested two theoretical
assumptions: that,
(a) various areas of teacher behavior and teacher traits 
differ in their relative importance as desirable character­
istics of the high school academic teacher, and that (b) 
various groups concerned with teacher behavior stress 
different patterns in their conception of the desirable 
characteristics of teachers, and the behavioral patterns 
Btressed are related to the nature of the social role 
played by the members of the group, (p. 13)
Two points of very close similarity exist between Sefein1a study and
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the present study. First, the two groups of educators compared by 
Sefein were teacher education faculty members and high school principals, 
while the subjects of the present study were university faculty teacher 
educators and public school principals, both elementary and secondary.
The population of teacher educators for the present study was broader 
than that of the Sefein study, as it Included faculty members from 
academic areas outside the College of Education. Second, both studies 
employed £ methodology to measure perceptions.
The instrument used by Sefein was a 72-item (J-aort structured along 
the pattern detailed In Table 5.
Table 5
The Item Matrix for The Desirable Teacher 
Characteristics Q-Sort
Trait
Areas of Teacher Behavior
T-Puplls T-School T-Coramunity
1. Scholarship P-Sc. S-Sc. C-Sc.
2. Adaptability P-Ad. S-Ad. C-Ad.
3. Leadership P-Ld. S-Ld. C-Ld.
4. Refinement P-Rf. S-Rf. C-Rf.
5. Dependability P-Dp. S-Dp. C-Dp.
6. Buoyancy P-Bu. S-Bu. C-Bu.
Note. Sefein, 1963, p. 47.
Sefein analyzed the data generated by the £-sort with analysis of 
variance procedure rather than the more recommended factor analysis 
procedure (Stephenson, 1953; Nunnally, 1967; Kerllnger, 1973). Analysis 
of variance Is considered an acceptable statistical treatment of £-sort
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data if the .01 level of significance is used (Kerllnger, 1973), as was 
the case in Sefein's study. But analysis of variance does not reveal the 
underlying clusters of relationships among individuals aB factor analysis 
does. Particularly now that commonly available computer programs have mode 
factor analysis accessible even to the mathematically unsophisticated, 
factor analysis should be regarded as the more desirable treatment for 
£-sort data.
Sefein's study was nonetheless revealing within the theoretical 
structure built into the Instrument. The findings showed that teacher 
education faculty members attached a higher degree of Importance to 
teacher-pupil behavior than did high school principals, while the 
principals considered teacher-school behavior more important than did 
teacher education faculty members. Among both groupB of respondents the 
highest degree of importance was attached to teacher-pupil behavior, 
followed by teacher-school behavior, and last by teacher-community 
behavior.
Sefein determined that of the ratings of the six teacher traits, 
there was a significant difference between the Importance attached by 
teacher education faculty and by high school principals* The faculty 
gave higher ratings to the traits of "scholarship" and "leadership" than 
did the principals, while the principals indicated a higher degree of 
importance for "dependability" than did the teacher education faculty.
There was no significant difference between the two groups for the traits 
"adaptability," "refinement," or "buoyancy,"
When comparisons were made between subgroups of the teacher 
education faculty based on subject matter interest, a significant
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difference was found for only three Items out of 72. And only two items
showed a significant difference in a comparison of subgroups of principals
determined by the percentage of their pupils attending college.
Particularly interesting in comparison with Sontag's study were
Sefein's conclusions that
teacher education faculty attached a relatively higher 
degree of Importance to the "progressive" . . , patterns 
of teaching behavior, such as, attending to questions of 
interest to pupils, allowing them freedom of expression, 
helping them with their personal problems, less restricted 
lesson presentation, experimenting with the curriculum, and 
promoting projects for the benefit of youth. High school 
principals, however, attached relatively higher degree of 
importance to the more "restrictive" or "traditional" 
aspects of teaching, such as, systematic lesson presentation 
and going to class on time. (pp. 106, 108)
In general, there was a greater consensus among teacher education 
faculty as to the importance of aspects of teacher behavior than there 
was among principals. Although the two groups differed in the importance 
they attached to certain areas of teacher behavior and teacher traits, 
both showed a strong agreement on the relative ranking of the areas of 
behavior rated.
The other doctoral study closely related in subject to the present 
one was that of Lillian R. Dunay (1968). The purpose of that investi­
gation was
to identify stated criteria as rated in importance by 
elementary school principals for use in judging the 
performance of beginning elementary teachers and by 
college supervisors for use in judging the performance 
of elementary student teachers; it then compared the 
rating of these criteria by principals and supervisors 
to determine any similarities or differences in emphasis 
in evaluation, (p. 3)
Founding her research on the lack of correlation between evaluation 
made during student teaching and evaluation early in teaching, Dunay
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solicited rank-order evaluative criteria from elementary principals in 
Nassau County, New York and from college student teaching supervisors at 
the five mast frequently named teacher training institutions where new 
teachers hired by the principals over the past five years had completed 
their student teaching. An Initial list of criteria based on the 
California Definition of Teacher Competence was provided, to which the 
respondents were Invited to add their own criteria. More additional 
criteria were generated by the supervisors than by the principals, 
generally geared to teaching methods and the creation of a desirable 
classroom atmosphere for pupils. The additional criteria volunteered 
by principals showed a concern for professional responsibilities beyond 
the classroom teaching duties of a teacher.
Factor analysis of the criteria yielded five factors for principals, 
four of which were judged to be consistent across all 17 of the school 
systems represented; and ten factors for supervisors, eight of which 
were judged to be consistent. The consistent factors are listed in 
Table 6.
Dunay concluded:
that supervisors and principals do not use the same criteria 
in evaluating teachers. Although some similarities in 
evaluative procedures do occur, there are a sufficient 
number of differences to account for the lack of correlation 
between evaluations of student teachers and beginning 
teachers made during student teaching and those early in 
regularly appointed teaching, (p. 159)
Summary
The literature reviewed in this chapter was divided Into two 
categories. First were two major works on teacher behaviors which
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Table 6
Summary o£ Consistent Factors 
Principals' Factor Analysis Supervisors' Factor Analysis II
Teacher should use telestic, goal 
oriented behavior in teaching.
Concern by the principal for 
teacher's public image in 
community and professional 
activities.
Teacher should help students 
observe the proper form and 
code of behavior by example and 
precept.
Teacher should use formal 
and informal means of evaluation 
and communicate results to 
parents.
Teacher should use and encourage 
divergence and diversity in 
educational goals and resources.
Teacher should be initiator and 
inductor into society and culture 
by setting good citizenship and 
community relations by example 
and precept.
Teacher should maintain and 
participate in professional 
organizations as an indication of 
interest in and dedication to 
teaching as a profession.
Teacher should aid in the develop 
ment of good learning and study 
habits on an individual and group 
basis.
Teacher should develop Bpirit of 
cooperation with and among 
students.
Teacher should move away from 
teacher-directed behavior and 
toward greater pupil-involvement.
Teacher should move toward a 
positive approach in the 
affective domain of behavior.
Teacher should gear work to the 
level and interests of Btudents 
on an Individualized basis with 
emphasis on cooperation.
Note. Dunay, 1968, p. 154.
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served as the primary sources for the development of the Teacher Behavior 
(J-Sort used In this study (Sontag, 1968, p, 387n). The Becond category 
dealt with perceptions regarding behaviors of classroom teacherB. A 
number of studies were cited which examined the evaluative opinions of 
different groups concerning teacher behaviors, showing the divergence 
between groups and the Influence of situational, occupational, and other 
social factors on the perceptions of evaluators. Included in this 
category were detailed descriptions of studies by Kerllnger (1956,
1958a 6 b, 1966), Sontag (1967, 1968), Sefein (1963), and Dunay (1968) 
which bore particular significance for the present research.
CHAPTER 3
DESIGN OF THE STUDY
The purpose of this study was to compare the perceptions of two 
groups within the education profession— teacher educators and public 
school principals— as to the relative importance of certain teaching 
behaviors for beginning teachers. The research sought to identify 
clusters within these two groups of people whose perceptions were 
similar. Thus an ipsative rather than a normative type of measurement
was called for (Fruchter, 1954). An ipsative scale is one on which
people distinguish between items as opposed to a normative scale which 
distinguishes between people (Freeman, 1974, p. 23), £  methodology
seemed particularly appropriate for the task of Identifying factors 
among persons (Nunnally, 1967).
(^-Technique
The development of (^-technique is credited to William Stephenson,
who defined as
a method by which an individual can model for himself what 
his attitude of mind is about complicated topics, issues, 
or situations. Its primary concern therefore is with a
person's subjectivity as he describes it, not as we
(psychologists or onlookers) infer it. (1967, p. 5)
The instrument for soliciting the attitudes of an individual is a
Q-sort. It consists of a number of items related to the construct to be
studied, each of which is printed on a separate card. Each respondent is
instructed to sort the cards into a specified number of ranked plleB
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according to a modified normal distribution, on the basis of some 
criterion such as agree-disagree, important-unimportant, A matrix of 
lntercorrelatlons Is formed and submitted to factor analysis in such a 
way that persons are variables and items are observations (Talbott, 1971),
The main difference between (£ methodology and the more commonly 
used R methodology is that uses correlations between people and people 
clusters (factors), while II uses correlations between tests (Kerllnger, 
1973).
There were several reasons for choosing {^-technique for this 
particular study. First, It offered significant advantages over a 
Llkert scale, in that a Likert scale calls for independent judgment of 
each item, while this research required comparative judgment among the 
items. Also the forced-choice technique eliminated the hazard with a 
Llkert scale of respondents assigning higher ratings to all items without 
consideration for their relative Importance (Sefein, 1963). Second, a 
teacher behaviors £-sort of established reliability and validity was 
available. Third, £ seemed especially suited for work with the small, 
well-defined populations chosen for this study (Kerllnger, 1966). And 
last, the resulting arrays from a £  study could be used later to formu­
late and test new theoretical hypotheses (Kerllnger, 1966).
The Instrument
An BO-ltem (£-sort of teacher behaviors was constructed and tested 
by Marvin Sontag (1967) for a doctoral study directed by Fred N.
Kerllnger. Dr. Sontag granted permission to use the (J-sort, with minor 
modifications, in the proposed study. (See Appendix for the Teacher
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Behaviors £-Sort.)
The Items are concise statements reflecting teacher classroom 
behaviors In the areas of teaching-subject matter, Interpersonal relations, 
authority-discipline, and normative-social. These areas were chosen by 
Kerllnger (1956) as a logical classification for the behaviors which are 
presumably most significant for educational attitudes (Sontag, 1967, pp. 
28-29).
The Subjects
The two populations of respondents for this study were a group of 
174 public school principals from the 13 UETEC school systems and 69 
teacher educators from ETSU. The principals were identified by the 
superintendents of the school systems, and the teacher educators were 
identified by examining the official 1977-78 ETSU catalog and verifying 
the findings with the academic departments Involved in the teacher 
education curriculum. A descriptive analysis of the two populations is 
given in Table 7.
Table 7
Description of the Populations
Public school principals
Elementary3 143
Secondary 31
Total 174
Teacher educators
Professional education 35
Arts & sciences 9
Technical & vocational 14
Health & physical education 11
Total 69
Includes 9 middle school principals
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Since Q  methodology is effective with small respondent samples, a 
total of 40 respondents, 20 public school principals and 20 teacher 
educators, was randomly selected from the populations. In order to 
control for possible experimenter bias, the members of the doctoral 
committee for the researcher were removed from the list of teacher 
educators prior to sampling.
Each teacher educator and principal chosen in the sampling procedure 
was contacted by mail and asked to reply by self-addressed, self-stamped 
envelope on the form provided, indicating willingness to participate and 
to attend one of two scheduled group sorting sessions. If someone was 
willing to participate but unable to attend either of the scheduled 
sortings, that individual was contacted by telephone to arrange a separate 
sorting. Anyone who failed to reply was contacted by a follow-up letter 
or by a telephone call. If one of those selected declined to participate, 
never responded to contact attempts, or failed to keep a sorting appoint­
ment, that individual's name was removed from the sample group and the 
random table was entered again to choose a replacement name from the 
appropriate population remaining.
The small sample size and the advantages of working with equal sized 
groups determined the decision to require 100% response, randomly drawing 
as many substitutes as needed until the responses of 20 teacher educators 
and 20 public school principals could be obtained.
Sorting Procedures
The Behaviors £-Sort of 80 items, presented in random order, was 
administered to each subject thus selected. Each subject was given the
following instructions:
The cards you have been given contain 80 statements of 
behaviors that teachers might carry out in a classroom*
You are being asked to sort these behaviors according to 
their relative Importance for BEGINNING classroom teachers.
For the purposes of this study, a beginning teacher is defined 
sb "a person who has completed a regular course, including 
practice teaching, in a teacher-training institution, and is 
legally certified to teach" (Good, 1973, p. 58), and is in 
his first year of full-time employment as a classroom teacher.
In order to judge the behaviors, read through all the cards 
rapidly so that you can get an idea of what they are like.
As you do so, make a rough sort of the behaviors, placing 
those which seem most Important to you in a pile on your 
right, those that are less important to you in a pile on 
your left, and those which are more difficult to judge in a 
center pile.
Then sort the cards into 11 piles corresponding to the 11 
envelopes with which you have been furnished, according to 
the following distribution: (The bottom numbers indicate
how many cards you will place on each pile.)
Least Important Most Important
Pile # 11 10 9 8 7 6 5 4  3 2 1
0 Cards 2 4 6 9 12 14 12 9 6 4 2
Thus, you will be sorting the cards into 11 piles which 
represent a rank order from least Important to most important. 
The two cards on your extreme right will be those two 
behaviors which you feel to be most Important for a beginning 
teacher to exhibit. The two cards on your extreme left will 
be those two behaviors which you feel to be the least 
important for a beginning teacher to exhibit. The next four 
cards on your right are those behaviors which you feel to 
be very important, but not as Important as those in Pile 01, 
Pile 06 with 14 cards will be those behaviors about which 
you seem to feel neutral in relation to the rest.
Please place exactly the correct number of cards in each pile, 
even though some of the decisions may be difficult. You may 
change your mind and exchange card placement at any time.
When you are satisfied that you have completed the sort, 
place each pile of cards in the corresponding envelope, bundle 
all the envelopes together with the rubber band, and turn them 
in along with your completed subject characteristics card.
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In order to preserve respondent anonymity and yet furnish all the 
data that might be relevant to factor identification, a subject char­
acteristics card was prepared in advance for each respondent and 
distributed at the sorting sessions. The subjects were asked to verify 
the information on the card and turn it in with their completed sort.
Treatment of the Data
Factor Analysis
The individual g-sorts of all 40 subjects were intercorrelated
using the Pearson product moment coefficient of correlation formula.
This yielded a 40 X 40 matrix of the intercorrelations of public school
principals and teacher educators. This matrix was then factor analyzed
with the principal axes method and varimax orthogonal rotations. The
program used for the computation of the factor analysis was FACTOR, a
subprogram of SPSS. Factor loadings were Judged to be significant if
> + .3 (Child, 1970).
Factor Arrays
After the factor analysis procedure was completed, factor arrays 
were computed separately for each rotated factor. Factor arrays "consist 
of all the statements or the like of a (^-technique sample, arrayed in 
rank order of their factor scores" (Stephenson, 1953, p. 174). A factor 
array is a "g-sort derived from the rotated factor matrix" (Sontag, 1967, 
p. 37). The arrays were evolved from the factor loadings of respondents 
who loaded only on one factor. The arrays represent weighted averages 
of the sorts of these Individuals, the weights being dependent on the 
subject's loadings on the factor. These factor arrays served to define
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the meaning of the factors (Sontag, 1967).
The formula used to determine the weights was:
w. » aj ^  a , where
0kd  -
Wj “ weight of individual J
aj " factor loading of individual J
a, - factor loading of individual with loweBt loading In
the group used to compute the factor array. (Sontag,
1967, pp. 37-38)
After the Individual's scores were weighted, the weighted Bcores were 
totaled for each item. Then the items were rank ordered, and new values 
(0-10) were assigned to each Item in accordance with the original quasl- 
normal distribution. The result Is a new £-sort (Sontag, 1967).
The items for each factor array with values of 8, 9, and 10 were 
used to define and describe the factor. The proportion of principals and 
teacher educators with significant loadings on each factor was Identified. 
The distribution of principals and teacher educators across the factors
provided a basis for accepting or rejecting the hypothesis that the two
groups will differ in the perceptions of the importance of specific 
teacher behaviors for the success of a beginning teacher.
CHAPTER 4
FINDINGS OF THE STUDY
The hypothesis examined in this study was: Principals and teacher
educators will differ In their perceptions of the Importance of specific 
behaviors in the areas of normative-social, authority-discipline, inter­
personal relations, and teaching-subject matter for the success of a 
beginning teacher. In order to test the hypothesis, the responses of 
a sample of 20 public school principals and 20 teacher educators to an 
80-item £-sort were factor analyzed.
Sample Description
The random selection process yielded a sample of 19 elementary 
(K-8) principals and one secondary (9-12) principal. The sample of 
20 teacher educators was distributed among four subject area groupings 
aa follows: professional education, 10; artB and sciences, three;
technical and vocational, one; and health and physical education, b1x .
Tabulation of Data
Each of the 40 subjects sorted the 80-item (£-sort according to the 
instructions given in Chapter 3. The responses of each subject were 
tabulated, and £ values were assigned as follows:
Pile # 1 2 3 4 5 6 7 8 9  10 11
9 Cards 2 4 6 9 12 14 12 9 6 4 2
2  Value 0 1 2 3 4 5 6 7 8  9 10
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The tabulation of the raw data was validated by checking column 
means, which in £  methodology are identical for each subject. In this 
instance the column mean for each of the 40 subjects was 5.0.
Factor Analysis
The (J-sorts of all 40 subjects were correlated by the Pearson 
product moment formula. The resulting 40 X 40 intercorrelation matrix 
(Appendix C) was subjected to principal axes method vorimax orthogonal 
rotations factor analysis. The procedure resulted in the extraction of 
six factors, two of which were not considered significant for inter­
pretation because their eigenvalues were less than 1.0 (Child, 1970, p. 
43). The eigenvalues and percent of total variance for the six factors 
are shown in Table 8. The rotated factor matrix for the four significant 
factors is shown in Table 9.
Table 8
Eigenvalues and Percent of Common Factor 
Variance for Six Factors
Factor Eigenvalue3 X of Variance
A 18.312 72.4
B 2.134 8.5
C 1.882 7.4
D 1.247 4.9
E 0.928 3.7
F 0.779 3.1
100.OX
aRounded to nearest one thousandth.
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Table 9
Rotated Factor Matrix for Four Significant Factors of Agreement 
Between Principals (P) and Teacher Educators (TE) 
Concerning Beginning Teacher Behaviors
Subject tf
Occupational
Role
Factor Loadings8
Factor A Factor B Factor C Factor D
1 P .245 .043 .032 -.689
2 P .212 .231 .714 .133
3 TE .723 .230 .175 .229
4 TE ,659 .244 .228 .071
5 P .261 .526 .134 .099
6b P .469 .280 .285 .069
7 P .375 .166 .415 .512
8b P .206 .403 .421 -.0B7
9 TE .590 .431 .195 .202
10b P -.020 .062 .151 -.072
11 P .572 .431 .273 -.049
12 TE .637 .036 .050 .467
13 P .526 .606 .158 -.068
14 TE .732 .225 .103 -.040
15 P .284 .468 .227 .368
16 P .407 .507 .037 .034
17 TE .435 .485 .005 .520
18 P .679 .371 .218 -.234
19 TE .801 .195 .311 -.09920 TE .807 .310 .158 .14321 P .163 .143 .573 -.023
22 TE .485 .326 .375 .398
23b P -.006 .684 .025 .091
24b P .594 .383 .191 .205
25 P .245 .518 .303 .256
26 P .668 .341 -.037 .011
27b P .423 .256 .236 .323
28 TE .789 .178 .182 -.009
29 TE .826 .314 .058 .125
30 P .563 .328 .297 .076
31 TE .522 .325 .340 .145
32 TE .663 .073 .327 .18233b TE .733 .249 .010 .242
34b TE .458 .481 .165 .004
35 TE .645 .191 .075 .135
36 TE .504 .530 .094 .065
37 TE .699 .087 .371 .133
38 TE .573 .387 .146 .124
39 TE .581 -.007 .110 .619
40 P .154. ... • 7.07.. _ .216 . -.088 ...
a > + .3 is a significant factor loading. Rounded to nearest one 
thousandth.
b Had significant loading on factor with eigenvalue less than 1.0.
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An examination of the factor analysis showed that there was one 
general factor of agreement, accounting for over 72 percent of the total 
variance, and three small but significant group factors.
Factor Arrays
Factor arrays were computed for each factor by weighting and ranking 
the items to form what might be described as an average £-sort for the 
subjects who loaded significantly only on that factor. The factors were 
then described In terms of the 12 moBt heavily weighted items for that 
factor, those with Q values of 8, 9, and 10.
Factor A
Factor A was the major factor of agreement revealed by the factor 
analysis procedure, accounting for 72.4% of the common factor variance.
An examination of the rotated factor matrix in Table 9 shows that 30 of 
the 40 subjects had significant loadings (> + .3) on Factor A. All 20 
teacher educators loaded significantly on Factor A, suggesting that the 
sample of teacher educators who participated in this study were highly 
consistent as to their perceptions concerning Important behaviors for 
beginning classroom teachers.
One half of the sample of principals also loaded significantly on 
this factor, indicating a strong basic agreement between a large number 
of principals and the teacher educators represented in this study. There 
were no significant negative loadings on Factor A.
The four subjects with significant loadings only on Factor A, listed 
in Table 10, were all teacher educators. The factor array in Appendix C 
is the result of weighting, averaging, and ranking their responses to the
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Table 10
Subjects with Significant Loadings Only on Factor A
Subject 0
Occupational
Role
Factor
Loading
3 TE .723
4 TE .659
14 TE .732
28 TE .789
Note. TE— teacher educator
£-sort. Those 
Table 11.
Items with array values of 10, 9, and 8 are shown in 
Table 11
Items with Highest Array Values on Factor A
Array Value Area Item Statement
10 TSM In his presentations, shows competent knowledge of 
subject matter.
10 TSM Gives assignments that foster learning.
9 TSM Presents well planned lessons.
9 TSM Brings latest developments In subject area into 
lessons.
9 IR Shows Interest in viewpoints of pupils.
9 TSM Conveys his enjoyment of subject matter to pupils.
8 TSM Encourages pupils to be constructively critical 
in their approach to subject matter.
8 TSM Asks intelligent questions to supplement lectures.
8 TSM Presents material in different ways for slow 
pupils.
8 IR Impresses on students that he values working with 
them.
8 TSM Goes beyond the curriculum if class will benefit 
from it.
8 TSM Provides individualized material for pupils as 
required.
Note. IR— interpersonal relations 
TSM— teaching-subject matter
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Of the 12 highest ranked items in the factor array, 10 were in the 
area of teaching-subject matter, the other two being interpersonal 
relations behaviors. Factor A 1b characterized by a concern for 
competent knowledge of subject matter, careful planning, pleasurable 
involvement of studentB in learning activities, meeting Individual 
learning needs of pupils, and encouraging the Intellectual development 
of students as well aa transmitting knowledge of subject matter.
This factor shares seven of the most important items with Sontng's 
(1967) "Stimulating Teaching" factor. It also seems to resemble Ryans' 
(1960a) Pattern Z0 (stimulating, imaginative, surgent). Yet the most 
singular characteristic which distinguishes it from similar factors, such 
as Factor D described below, is a concern for encouraging the Intellectual 
development of the pupil. Therefore it was named "Teaching for Intellec­
tual Development."
Factor B
Factor B accounted for 8.57, of the common factor variance. There 
were significant loadings by 22 subjects— 13 principals and nine teacher 
educators. Only two subjects, both principals, had significant loadings 
on no other factor. They arc listed in Table 12. The factor array 
computed from their responses is presented in Appendix D. The items 
with the highest array values are listed in Table 13, There were no 
significant negative loadings on Factor B.
Of the 12 highest ranked items, seven were from the area of 
authority-discipline, four were concerned with teaching-subject matter, 
and one dealt with interpersonal relations. This factor is characterized 
by a concern for orderly presentation of lessons, "proper" classroom
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Table 12
Subjects with Significant Loadings Only on Factor B
Subject
Occupational Factor 
Role Loading
5 P .526
40 P .707
Note. P— principal
Table 13
Items with Highest Array Values on Factor B
Array Value Area Item Statement
10 TSM Presents well planned lessons.
10 AD Considers pupils' ages In setting up classroom 
rules.
9 AD Is consistent in administering discipline.
9 AD Stresses the Importance of obeying school rules.
9 TSM Gives explicit directions for the presentation 
of daily work.
9 AD Enforces school rules.
8 IR Gives pupils deserved compliments.
8 AD Discourages pupils from speaking out of turn.
8 AD Shows his displeasure to pupils who do not make on 
effort.
8 AD Requires that pupils raise hands to be recognized.
8 TSM In his presentations, shows competent knowledge 
of subject matter.
8 TSM Presents material In different ways for Blow 
pupils.
Note. AD— authority-discipline
IR— Interpersonal relations 
TSM— teaching-subject matter
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decorum on Che part of pupils, consistency In administering discipline, 
compliance with established rules, positive reinforcement for desired 
behaviors and negative reinforcement-for undeslred behaviors, competence 
in subject matter, and provision for special needs of slow learners.
It emphasizes an orderly, businesslike approach to teaching and 
learning; thus the name "Businesslike Teaching." It doeB not closely 
resemble any of Sontag's factors, but It does fall into Ryans1 (1960a) 
Pattern Y„ (responsible, businesslike, systematic).
Factor C
The third factor accounted for 7.42 of the common factor variance.
It showed significant loadings by 10 subjects, evenly divided between 
principals and teacher educators. Two principals were the only subjects 
with significant loadings only on Factor C. Their factor loadings and 
item weights are shown in Table 14. The complete factor array for 
Factor C is given in Appendix E, and the items used for interpretation 
are displayed in Table 15. There were no significant negative loadings 
on Factor C.
The highest ranked items for thlB factor were distributed as 
follows: five normative-social, four teaching-subject matter, and three
interpersonal relations. These items suggested a concern for competence 
in subject matter, conscientious attention to planning and grading, 
interest in the personal well-being of pupils, humanistic social and moral 
values, and correct speech patterns. The concern for moral obligations 
on the part of the teacher and the student led to the name "Moralistic 
Teaching." No parallel in Sontag's study could be identified for this 
factor, but it appears to overlap Ryans' (1960a) Pattern X0 (responsible, 
businesslike, systematic).
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Table 14
Subjects with Significant Leadings Only on Factor C
Subject //
Occupational Factor 
Role Loading
2 P .714
21 P .573
Note. P— principal
Table 15
Items with Highest Array Values on Factor C
Array Value Area Item Statement
10 TSM In his presentations, shows competent knowledge of 
subject matter.
10 NS Explains the necessity for honesty.
9 IR Shows sincere concern when confronted with 
personal problems of pupils.
9 IR Gives his own time to Btudents in need.
9 NS Teaches respect for all ethnic groups.
9 NS Stresses the Importance of correct Bpeech.
8 TSM Usually corrects assigned work.
8 TSM Presents well planned lessons.
8 IR Impresses on students that he values working with 
them.
8 NS Tries to overcome racial and religious prejudice 
among pupils.
8 TSM Conveys his enjoyment of subject matter to pupils.
8 NS Stresses the importance of telling the truth.
Note. IR— interpersonal relations 
NS— normative-social 
TSM— teaching-subject matter
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Factor D
The fourth significant factor accounted for 4,9% of the common 
factor variance. There were eight subjects who loaded significantly on 
Factor D— four principals and four teacher educators. Only one subject 
had a significant loading on Factor D alone, and that loading was a 
strongly negative one (Table 16), meaning that he considered to be 
important the items at the lower end of the factor array. This was the 
only significant negative loading in the study and may be considered an 
atypical result.
Table 16
Subjects with Significant Loadings Only on Factor D
Occupational Factor
Subject // Role Loading
1 P -.689
Note. P— principal
The 12 highest ranked items in the factor array (Appendix F) are 
listed in Table 17. Ten of these items are from the area of teaching- 
subject matter. Top priority, however, was given to an authority-discipline 
behavior, and one item from interpersonal relations completed the 12.
There is a close relationship between Factors A and D: 8 of the
12 highest ranked items are shared by the two factors. A comparison of 
the differing items indicates that Factor D shows a greater concern for 
the teacher as a successful channel for Imparting a body of subject
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matter content, while Factor A considers more Important stimulating the 
pupils' intellectual development beyond the acquisition of immediate 
lesson content. Therefore Factor D was called "Teaching for Content."
Table 17
Items with Highest Array Values on Factor D
Array Value Area Item Statement
10 AD Demands attention from students during lessons.
10 TSM Presents well planned lessons.
9 TSM In his presentations, shows competent knowledge 
of subject matter.
9 TSM Takes advantage of student interest in planning 
lessons.
9 TSM Presents material in different ways for slow 
pupils.
9 TSM Provides individualized material for pupils as 
required.
8 IR Shows interest in the viewpoints of pupils.
8 TSM Gives assignments that foster learning.
8 TSM Often gives pertinent illustrations in answering 
questions.
8 TSM Brings latest developments in subject area into 
lessons.
8 TSM Conveys his enjoyment of subject matter to pupils.
8 TSM Repeats often enough so that students learn 
subject matter.
Note. AD— authority-discipline
IR— interpersonal relations 
TSM— teaching-subject matter
Comparison Between Loadings of Principals 
and Teacher Educators
The factor loadings for the sample of 20 teacher educators are 
shown in Table 18, All of the teacher educator subjects had significant 
loadings on Factor A, "Teaching for Intellectual Development," displaying 
a remarkable level of consensus which may or may not be related to
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Factor Loadings
Table 18 
iQ for Teacher Educators
Subject If Factor A Factor B Factor C Factor D
3 .723 .230 .175 .229
4 .659 .244 .228 .071
9 .590 .431 .195 .202
12 .637 .036 .050 .467
14 .732 .225 .103 -.040
17 .435 .485 .005 .520
19 .801 .195 .311 -.099
20 .807 .310 .158 .143
22 .485 .326 .375 ,398
28 .789 .178 .132 -.009
29 .826 ,314 .058 .125
31 .522 .325 .340 .145
32 .663 .073 .327 .182
33b .733 .249 .010 .242
34b .458 .481 .165 .004
35 .645 .191 .075 .135
36 .504 .530 .094 .065
37 .699 .087 .371 .133
38 .573 .387 .146 .124
39 .581 -.007 .110 .619
Note. Rounded to nearest one thousandth. 
a > + .3 la a significant factor loading.
Had significant loading on factor with eigenvalue less than 1.0.
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occupational role. All but four of these subjects, however, had 
significant loadings on other factors as well. This distribution 
suggested that Factor A was a general factor underlying other, more 
discriminating factors. Yet for all but four of the teacher educators, 
Factor A was the primary factor with the highest loading. Also, four 
teacher educators hod significant loadings only on Factor A.
On this basis, the conclusion was drawn that Factor A was the over- 
riding priority for teacher educators as a group, and that significant 
loadings on other factors were evidence of mixed or combination factors.
The most prevalent combination was between Factors A and B, "Teaching 
for Intellectual Development" and "Businesslike Teaching." A complete 
breakdown of the distribution of significant factor loadings for teacher 
educators is presented in Table 19.
The factor loadings for the Bample of 20 principals are shown in 
Table 20, There was no uniformity of significant loadings on a single 
factor among principals as there was among teacher educators, suggesting 
that principals are more diverse in their opinions as to what makes a 
good beginning teacher than are teacher educators. But within that 
diversity they showed predominant patterns similar to the clusterings of 
teacher educators. One half of the sample loaded significantly on Factor 
A, while 12 had significant loadings on Factor B. Seven subjects were 
significantly loaded on both Factors A and B, substantiating the Importance 
of a mixed factor combining "Teaching for Intellectual Development" and 
"Businesslike Teaching." The entire distribution of significant factor 
loadings for principals is given in Table 21.
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Table 19
Distribution of Significant Loadings1 
of 20 Teacher Educators^
Factor
Number of 
Significant Loadings
Pure Factors
A 20
B 9
C 5
D 4
A only 4
Combination Factors
A & B only 6
A & C only 3
A h D only 2
A, B, C 1
A, B, D 1
A, C, D 0
A, B, C, D 1
a > + .3
k Two subjects had significant loadings on factors with eigenvalues 
less than 1.0.
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Table 20
0
Factor Loadings of Principals
Subject # Factor A Factor B Factor C Factor D
1 .245 .043 .032 -.689
2 .212 .231 .714 .133
5 .261 .526 .134 .099
6b .469 .280 .285 .069
7 .375 .168 .415 .512
Sb .206 .403 .421 -.087
10b -.020 .062 .151 -.072
11 .572 .431 .273 -.049
13 .526 .606 .158 -.068
15 .284 .468 .227 .368
16 .407 .507 .037 .034
18 .679 .371 .218 -.234
21 .163 .143 .573 -.023
23b -.006 .684 .025 .091
24b .594 .383 .191 .205
25 .245 .518 .303 .256
26 .668 .341 -.037 .011
27b .423 .256 .236 .323
30 .563 .328 ,297 .076
40 .154 .707 .216 -.088
Note* Rounded to nearest one thousandth.
8 > + .3 1b a significant factor loading.
Had significant loading on factor with eigenvalue less than 1.0.
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Table 21
Distribution of Significant Loadings0 
of 20 Principals^
Factor
Number of 
Significant Loadings
Pure Factors 
A 10
B 12
C 5
D 4
A only 0
B only 2
C only 2
D only 1
Combination Factors
A, B 7
A, C 5
A, D 1
B, C 2
B. D 1
c, D 0
A, B, C 0
B, c, D 0
A, c, D 1
A, B, D 0
A, B, C, D 0
a > +  . 3a  —
Six subjects had significant loadings on factors with eigenvalues
less than 1.0.
The hypothesis examined in this study was: Principals and teacher
educators will differ in their perceptions of the importance of specific 
teacher behaviors in the areas of normative-social, authority-discipline, 
interpersonal relations, and teaching-subject matter for the success of
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a beginning teacher. The results of the factor analysis did not support 
the hypothesis. Principals and teacher educators clustered on the some 
factors and combinations of factors, although teacher educators over­
whelmingly loaded on "Teaching for Intellectual Development," while 
principals were divided among the four factors with a slight edge In 
favor of "Businesslike Teaching." The combination favored by six 
teacher educators and seven principals was between Factor A, "Teaching 
for Intellectual Development," and Factor B, "Businesslike Teaching." 
Equal numbers of principals and teacher educators loaded on Factors C 
and D, "Moralistic Teaching" and "Teaching for Content."
Rejection of the research hypothesis provided an answer to the 
problem of this study, which was to determine the factors of agreement or 
disagreement between a group of public school principals and a group of 
teacher educators concerning their perceptions of the relative importance 
of selected teaching behaviors to the success of the beginning classroom 
teacher. The results of the study revealed factors of agreement rather 
than disagreement, although teacher educators showed a strong consensus, 
while principals showed a greater diversity of opinion.
CHAPTER 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary
The problem of this study was to determine the factors of agreement 
or disagreement between a group of public school principals and a group 
of teacher educators concerning their perceptions of the relative 
Importance of selected teaching behaviors to the success of the 
beginning classroom teacher. The hypothesis tested was: Principals
and teacher educators will differ In their perceptions of the importance 
of specific teacher behaviors in the areas of normative-social, 
authority-discipline, interpersonal relations, and teaching-subject 
matter for the success of a beginning teacher.
In order to test the hypothesis, a random sample of 20 public 
school principals from the 13 member UETEC school systems and 20 teacher 
educators from the faculty of ETSU responded to an 80-item C^ -sort of 
teacher behaviors. The results were factor analyzed, and four signifi­
cant factors of agreement were identified concerning the importance of 
selected behaviors for the beginning classroom teacher. The four 
factors were named "Teaching for Intellectual Development," "Business­
like Teaching," "Moralistic Teaching," and "Teaching for Content."
The hypothesis was not supported, because principals and teacher 
educators clustered on the same factors and combinations of factors,
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although teacher educators showed a strong consensus, while principals 
were more diverse in their perceptions. Teacher educators were unani­
mous in their preference for "Teaching for Intellectual Development." 
Principals were more evenly divided among the four factors, with more 
significant loadings on "Businesslike Teaching" than on any other factor. 
The most popular combination of factors for both principals and teacher 
educators was "Teaching for Intellectual Development" and "Businesslike 
Teaching,"
Conclusions
The conclusion was drawn from the findings of this study that the 
hypothesized disagreement between teacher educators and public school 
principals concerning the importance of selected behaviors for beginning 
classroom teachers does not exist for the populations sampled. In so 
far as classroom behaviors involving interaction with students In the 
areas of authority-discipline, interpersonal relations, normative- 
social, and teaching-subject matter are concerned, the teacher educators 
and public school principals sampled clustered on the same factors, 
suggesting that there is more agreement than disagreement between the 
two groups.
As a group, teacher educators showed a strong consensus, with all 
20 subjects loading significantly on the factor "Teaching for Intellec­
tual Development." This finding supports the conclusion that there 
exists an agreement and a unity of purpose among the faculty of ETSU 
concerning the preparation of classroom teachers.
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The greatest diversity of responses among the principals sampled 
Indicated that principals were as much In disagreement among themselves 
as they were with teacher educators concerning their perceptions of 
what is Important for a beginning teacher.
The findings of this study appeared to be contrary to the results 
of related research by Sefein (1963) and Dunay (1968). Yet both of 
these studies showed that principals and teacher educators were in 
agreement as to the rank order of areas of characteristics considered 
desirable for teachers, but in disagreement as to the relative importance 
of specific items within these areas.
The present study did not attempt to compare the perceptions of 
the two groups on specific items, but on broader, more significant 
factors. An examination of the Importance accorded each item by the 
two groups of subjects might reveal areas of difference, but such 
isolated comparisons would be much less meaningful when considering 
the preparation and evaluation of beginning teachers than the more 
general clusters of agreement yielded by factor analysis.
A possible explanation of the absence of any significant disagree­
ment between the two groups is that variables other than occupational 
role play a greater role in forming the perceptions of educators as 
to what is important for beginning teachers. Ryans (1960a) theorized 
that a person's judgment of good teaching was dependent on "his 
acculturation, his past experience, and the value attitudes he has 
come to expect" (p. 3) as well as on the aspect of teaching with uhich 
he is concerned. Perhaps the acculturation, experience, and value 
attitudes of the two groupB sampled are homogeneous enough to account
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Cor the agreement in spite of the different aspects of teaching with 
which they deal.
Rejecting the hypothesis does not change the fact that many observers 
are convinced that disagreement exists whether or not it Is substanti­
ated by research. Many of the principals contacted in connection with 
this study voiced the expectation that a strong disagreement would 
be revealed. The attitude Indicated by the Gardner study (1977) was 
prevalent; that teacher educators were out of touch with the realities 
of teaching in the public schools and did not know how to prepare 
teachers to contend with them. Either this attitude is based on 
popular myth, or this study did not penetrate to the source of the 
disagreement.
A possibility is that principals and teacher educators agree as to 
what types of behavior are important for the success of a beginning 
teacher, but that they disagree as to what constitutes that type of 
behavior or as to the means of preparing a teacher to perform success­
fully In those areas.
Another possibility is that there exists a dichotomy between what 
teacher educators and principals think and what they do. The university 
faculty were in strong agreement that beginning teachers needed to be 
prepared for "Teaching for Intellectual Development," Yet preparing 
teachers, for example, to "encourage pupils to be constructively 
critical in their approach to subject matter" is much easier to 
advocate than to carry out. Perhaps the abstract nature of the desired 
goal is such that teacher educators devote more attention to concrete 
"content" matters which do little to achieve the perceived objective.
By the same token, perhaps principals are so assaulted by day-to-day
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problems of discipline, records, and house-keeping that: they interact 
with teachers more often in those areas than in the areas which they 
consider to be of prime importance for successful teaching.
Reeonanenda t ions
Immediate Applications
On the basis of the findings of this study, any teacher education 
curriculum revisions at ETSU should be made with the goal in view of 
equipping beginning teachers with a competent knowledge of subject 
matter and with the skills necessary to stimulate the intellectual 
development of pupils in a businesslike, orderly fashion. Course content 
should be re-evaluated to determine whether it actually contributes to 
achieving the perceived objectives for the program of teacher preparation.
Principals, in turn, should try to keep in perspective their primary 
goals concerning the education of pupils in spite of the increasing 
demands of matters not directly related to the long-term objectives.
Both groups need to be receptive to insights from the other and 
to broaden the base of communication to help achieve their mutual purposes. 
The stakes are too high to let mythical assumptions or professional 
jealousy interfere in the relationship between the two groups.
Suggestions for Further Research
The inability of educators to agree on criteria for appraising 
teacher performance is a subject which calls for much more research in 
order to enable the profession to identify, classify, and predict 
differences if not to agree on a common criterion. The results of the 
present study suggest directions for further research in thiB field as 
follows:
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1. Sophisticated data gathering and statistical procedures which 
yield meaningful results should be employed. £  methodology and factor 
analysis are particularly well suited for this type of research, in 
which one seeks to identify patterns of agreement among people.
2. What is required to pinpoint the sources of divergence of 
opinion is more homogeneous, small sample research. Large sample, 
multiple variable research at thiB stage would do little more than 
confirm that there is no consistent standard for evaluating teacher 
performance.
3. The perceptions of principals concerning the Important behaviors 
for successful teaching should be studied in greater depth to try to 
determine the cause of the diversity of opinion within that occupational 
role,
4. The two populations represented in this study should be further 
investigated to determine whether their actions conform with their 
perceptions of desirable behaviors for successful teaching.
5. Within the two major factors revealed in this study, attempts 
should be made to determine whether or not principals and teacher 
educators agree on the identification of actual teacher performance as 
"Teaching for Intellectual Development" and "Businesslike Teaching."
6. Comparisons should be made between other pairs of occupational 
roles in education, such as principals and classroom teachers, to see 
if similar factors emerge.
7. More detailed research is needed to determine precisely specific 
areas of satisfaction and dissatisfaction with ETSU's teacher preparation 
program for graduates and employing school systems.
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211 E. Gilmer Park 
Johnson City, TN 37601 
May 11, 1978
Dr. Marvin Sontag
Department of Psychology and Education 
Teachers' College 
Columbia University 
New York, NY 10027
Dear Dr, Sontag:
1 would like permission to use a slight modification of the Behavior Q- 
Sort from your dissertation in my own doctoral study.
My problem is to assess the perceptions of school principals and university 
teacher education professors concerning the importance of behaviors of 
beginning teachers. My theory is that a person's concept of what is 
important in teacher behavior is determined not only by his philosophical 
attitude toward education (as demonstrated in your and Keriinger's work), 
but also by the aspect of education with which he is most directly con­
cerned.
The only modifications I expect to make In the instrument are changes in 
a few items in order to clarify them for my population and alterations 
in the sorting instructions to limit these to behaviors of beginning 
teachers and the continuum from most important to least important. Your 
study and some of Keriinger's work will be cited as contributing to my 
study both in a theoretical and a procedural sense.
1 would appreciate hearing from you at your earliest convenience, as I 
hope to complete the first draft of my prospectus by the end of May.
Any additional advice or information you could provide me would be most
u a 1 nnma . ■
Sincerely yours
Jean Culp Flanigan
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TEACHER BEHAVIORS £-S0RT
Normative-Social
1. Discourages pupils who boast.
2. Speaks frequently about the necessity for good health habits.
3. Encourages pupils to work for civic improvement.
4. Tells pupils to urge their parents to vote.
5. Encourages pupils to participate In athletic activities.
6. Encourages pupils to participate in school insurance programs.
7. Encourages pupils to participate in school elections.
8. Impresses upon students the Importance of good manners.
9. Gives credit for participation in school clubs.
10. Tries to instill civic pride in pupils.
11. Encourages pupils to dress neatly.
12. Encourages participation In extracurricular activities.
13. Stresses the importance of telling the truth,
14. Teaches pupils to keep their word.
15. Stresses the importance of correct speech.
16. Explains the necessity for honesty.
17. Instills proper respect for elders.
18. Tries to overcome racial and religious prejudice among pupils.
19. Teaches respect for all ethnic groups.
20. Teaches students to be sensitive to the needs of others.
Authority-Discipline
21. Settles things for once and for all when he reprimands a pupil.
22. Considers pupils' ages in setting up classroom rules.
23. Reprimands pupils in a quiet, friendly manner.
24. Discourages pupils from speaking out of turn.
25. Stresses the importance of obeying school rules.
26. Adheres to the rules he sets up.
27. Demands attention from students during lessons.
28. Hesitates to turn his behavior problems over to other school
authorities.
29. Demands a quiet classroom.
30. Maintains order without apparent effort.
31. Shows his displeasure to students who do not make an effort.
32. Requires that pupils raise hands to be recognized.
33. Enforces school rules.
34. Impresses on pupils that as a teacher he deserves respect.
35. Requires work to be submitted punctually.
36. Handles embarrassing situations in an undisturbed manner.
37. In case of infraction of rules allows pupil to explain his side.
38. Is consistent in administering discipline.
39. Demands that pupils keep room neat and orderly.
40. Tries to reprimand pupils in private.
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Interpersonal Relations
41. Keeps his temper when conducting class.
42. Avoids making derogatory personal remarks to pupils.
43. Shows sincere concern when confronted with personal problems of 
pupils.
44. Pays attention to student complaints.
45. Shows Interest In the viewpoints of pupils.
46. Impresses on students that he values working with them.
47. Stresses respect for fellow students as much as for teachers.
48. Is conscious of student feelings In all conferences.
49. Ignores his personal likes and dislikes in handling pupils.
50. Keeps appointments with students.
51. Helps Individual pupils with emotional problems.
52. Makes self available to students who wish to speak to him.
53. Tries to foster student self-awareness.
54. Admits when pupils are in right.
55. Keeps his promises to students.
56. Gives kindly talks to pupils who need advice.
57. Helps former pupils.
58. Gives his own time to students in need.
59. Commends effort on the part of pupils.
60. Gives pupils deserved compliments.
Teaching-Subject Matter
61. In his presentations, shows competent knowledge of subject matter.
62. Gives assignments that foster learning.
63. Suggests aids to learning to supplement classroom activity.
64. Goes beyond the curriculum if class will benefit from it.
65. Conveys the goal of each lesson to his pupils.
66. Often gives pertinent illustrations in answering questions.
67. Usually corrects assigned work.
68. Gives explicit directions for the presentation of dally work.
69. Encourages pupils to be constructively critical in their approach 
to subject matter.
70. Takes advantage of student interest in planning lessons.
71. Employs original devices in implementing the curriculum.
72. Brings material from related fields into lessons.
73. Presents well planned lessons.
74. Asks intelligent questions to supplement lectures.
75. Brings latest developments in subject area into lessons.
76. Rarely strays from subject during lessons.
77. Conveys his enjoyment of subject matter to pupils.
78. Presents material in different ways for slow pupils.
79. Provides individualized material for pupils as required.
80. Repeats often enough so that students learn subject matter.
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APPENDIX D
1
z
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
FACTOR ARRAY FOR FACTOR A
Item Weighted Array
8 Area Score Value Item Statement
61 TSM 51.831 10 In his presentations, shows competent knowledge of subject matter.
62 TSM 46.790 10 Gives assignments that foster learning.
73 TSM 46.102 9 Presents well planned lessons.
75 TSM 45.576 9 Brings latest developments in subject area into lessons.
45 IR 45.242 9 Shows interest in viewpoints of pupils.
77 TSM 40.440 9 Conveys his enjoyment of subject matter to pupils.
69 TSM 40.148 8 Encourages pupils to be constructively critical In their approach to 
subject matter.
74 TSM 39.987 8 Asks intelligent questions to supplement lectures.
78 TSM 39.675 8 Presents material in different ways for slow pupils.
46 IR 39.386 8 Impresses on students that he values working with them.
64 TSM 37.506 8 Goes beyond the curriculum if class will benefit from it.
79 TSM 37.428 8 Provides individualized material for pupils as required.
65 TSM 37.321 7 Conveys the goal of each lesson to his pupils.
55 IR 37.152 7 Keeps his promises to students.
53 IR 36.893 7 Tries to foster student self-awareness.
63 TSM 36.893 7 Suggests aids to learning to supplement classroom activity.
68 TSM 36.851 7 Gives explicit directions for the presentation of daily work.
80 TSM 36.786 7 Repeats often enough so that students learn subject matter.
43 IR 36.498 7 Shows sincere concern when confronted with personal problems of 
pupils.
48 IR 36.485 7 Is conscious of student feelings in all conferences.
72 TSM 35.926 7 Brings material from related fields into lessons.
42 IR 35.851 6 Avoids making derogatory personal remarks to pupils.
60 IR 35.345 6 Gives pupils deserved compliments.
59 IR 35.185 6 Commends effort on the part of pupils.
66 TSM 34.432 6 Often gives pertinent illustrations in answering questions.
37 AD 33.391 6 In case of infraction of rules allows pupil to explain his side.
AD— authority-discipline
IR— interpersonal relations
NS— normative-social 
TSM— teaching-subject matter
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
FACTOR ARRAY FOR FACTOR A, continued
Item
9 Area
Weighted
Score
Array
Value Item Statement
52 IR 33.132 6 Makes self available to students who wish to speak to him.
70 TSM 32.897 6 Takes advantage of student interest in planning lessons.
23 AD 32.045 6 Reprimands pupils in a quiet, friendly manner.
30 AD 31.950 6 Maintains order without apparent effort.
58 IR 31.272 6 Gives his own time to students in need.
38 AD 30.843 6 Is consistent in administering discipline.
36 AD 30.744 6 Handles embarrassing situations in an undisturbed manner.
20 NS 30.391 5 Teaches students to be sensitive to the needs of others.
41 IR 29.843 5 Keeps his temper when conducting class.
47 IR 29.638 5 Stresses respect for fellow students as much as for teachers.
12 NS 19.497 5 Encourages participation in extracurricular activities.
49 IR 29.238 5 Ignores his personal likes and dislikes in handling pupils.
19 NS 29.102 5 Teaches respect for all ethnic groups.
54 IR 29.090 5 Admits when pupils are in right.
18 NS 29.049 5 Tries to overcome racial and religious prejudice among pupils.
71 TSM 28.642 5 Employs original devices in implementing the curriculum.
67 TSM 28.543 5 Usually corrects assigned work.
50 IR 27.24,3 5 Keeps appointments with students.
13 NS 26.395 5 Stresses the importance of telling the truth.
14 NS 25.802 5 Teaches pupils to keep their word.
44 IR 25.395 5 Fays attention to student complaints.
26 AD 25.329 4 Adheres to the rules he sets up.
35 AD 23.794 4 Requires work to be submitted punctually.
56 IR 23.588 4 Gives kindly talks to pupils who need advice.
22 AD 23.535 4 Considers pupils' ages in setting up classroom rules.
10 NS 22.901 4 Tries to instill civic pride in pupils.
40 AD 22.448 4 Tries to reprimand pupils in private.
16 NS 22.375 4 Explains the necessity for honesty.
AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
FACTOR ARRAY FOR FACTOR A, continued
Item Weighted Array
9 Area Score Value Item Statement
15 NS 21.946 4 Stresses the importance of correct speech.
25 AD 21.494 4 Stresses the importance of obeying school rules.
76 TSM 21.029 4 Rarely strays from subject during lessons.
28 AD 20.794 4 Hesitates to turn his behavior problems over to other school 
authorities.
33 AD 19.699 4 Enforces school rules.
8 NS 19.354 3 Impresses upon students the importance of good manners.
2 NS 18.486 3 Speaks frequently about the necessity for good health habits.
51 IR 18.379 3 Helps individual pupils with emotional problems.
27 AD 18.354 3 Demands attention from students during lessons.
17 NS 18.239 3 Instills proper respect for elders.
3 NS 17.699 3 Encourages pupils to work for civic improvement.
31 AD 16.852 3 Shows his displeasure to students who do not make an effort.
5 NS 15.486 3 Encourages pupils to participate in athletic activities.
57 IR 14.617 3 Helps former pupils.
11 NS 14.251 2 Encourages pupils to dress neatly.
7 NS 13.638 2 Encourages pupils to participate in school elections.
9 NS 12.284 2 Gives credit for participation in school clubs.
1 NS 12.251 2 Discourages pupils who boast.
32 AD 10.597 2 Requires that pupils raise hands to be recognized.
34 AD 10.209 2 Impresses on pupils that as a teacher he deserves respect.
24 AD 9.950 1 Discourages pupils from speaking out of turn.
6 NS 9.597 1 Encourages pupils to participate in school insurance programs.
21 AD 7.749 1 Settles things for once and for all when he reprimands a pupil.
29 AD 5.856 1 Demands a quiet classroom.
39 AD 5.802 0 Demands that pupils keep room neat and orderly.
4 NS 4.955 0 Tells pupils to urge their parents to vote.
AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter sO
APPENDIX E
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FACTOR ARRAY FOR FACTOR B
Item Weighted Array
f Area Score Value Item Statement
73 TSM 29.439 10 Presents well planned lessons.
Considers pupils' ages in setting up classroom rules.22 AD 26.495 10
38 AD 26.439 9 Is consistent in administering discipline.
25 AD 23.607 9 Stresses the importance of obeying school rules.
68 TSM 22.607 9 Gives explicit directions for the presentation of daily work.
33 AD 22.495 9 Enforces school rules.
60 IR 21.607 8 Gives pupils deserved compliments.
24 AD 21.551 8 Discourages pupils from speaking out of turn.
31 AD 21.551 8 Shows his displeasure to pupils who do not make an effort.
32 AD 21.495 8 Requires that pupils raise hands to be recognized.
61 TSM 21.495 8 In his presentations, shows competent knowledge of subject matter.
78 TSM 20.607 8 Presents material in different ways for slow pupils.
35 AD 20.551 7 Requires work to be submitted punctually.
62 TSM 20.551 7 Gives assignments that foster learning.
28 AD 19.663 7 Hesitates to turn his behavior problems over to other school 
authorities.
47 IR 19.663 7 Stresses respect for fellow students as much as for teachers.
26 AD 19.607 7 Adheres to the rules he sets up.
27 AD 18.719 7 Demands attention from students during lessons.
13 NS 18.663 7 Stresses the importance of telling the truth.
55 IR 18.663 7 Keeps his promises to students.
66 TSM 18.663 7 Often gives pertinent illustrations in answering questions.
39 AD 18.607 6 Demands that pupils keep room neat and orderly.
64 TSM 18.607 6 Goes beyond the curriculum if class will benefit from it.
79 TSM 18.607 6 Provides individualized material for pupils as required.
59 IR 18.551 6 Commends effort on the part of pupils.
65 TSM 17.719 6 Conveys the goal of each lesson to his pupils.
20 NS 17.663 6 Teaches students to be sensitive to the needs of others.
AD— authority-discipline
IR— interpersonal relations
NS— nonnative-social 
TSH— teaching-subject matter
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FACTOR ARRAY FOR FACTOR B, continued
Item
If Area
Weighted
Score
Array
Value Item Statement
41 IR 17.663 6 Keeps his temper when conducting class.
43 IR 17.663 6 Shows sincere concern when confronted with personal problems of 
pupils.
70 TSM 16.775 6 Takes advantage of student Interest in planning lessons.
46 IR 16.719 6 Impresses on students that he values working with them.
77 TSM 16.719 6 Conveys his enjoyment of subject matter to pupils.
67 TSM 16.551 6 Usually corrects assigned work.
30 AD 15.775 5 Maintains order without apparent effort.
29 AD 15.719 5 Demands a quiet classroom.
45 IR 15.719 5 Shows interest in the viewpoints of pupils.
52 IR 15.719 5 Makes self available to students who wish to speak to him.
56 IR 15.663 5 Gives kindly talks to pupils who need advice.
72 TSM 15.663 5 Brings material from related fields into lessons.
74 TSM 15.663 5 Asks intelligent questions to supplement lectures.
49 IR 15.607 5 Ignores his personal likes and dislikes in handling pupils.
37 AD 14.719 5 In case of infraction of rules allows pupil to explain his side.
75 TSM 14.719 5 Brings latest developments in subject area into lessons.
58 IR 14.663 5 Gives his own time to students in need.
17 NS 13.775 5 Instills proper respect for elders.
51 IR 13.775 5 Helps individual pupils with emotional problems.
8 NS 13.719 5 Impresses upon students the Importance of good manners.
14 NS 12.832 4 Teaches pupils to keep their word.
71 TSM 12.832 4 Employs original devices in implementing the curriculum.
19 NS 12.775 4 Teaches respect for all ethnic groups.
23 AD 12.775 4 Reprimands pupils in a quiet, friendly way.
48 IR 12.775 4 Is conscious of student feelings in all conferences.
2 NS 12.719 4 Speaks frequently about the necessity for good health habits.
54 IR 12.719 4 Admits when pupils are in right.
AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter
FACTOR ARRAY FOR FACTOR B, continued
Rank
Item
# Area
Weighted
Score
Array
Value Item Statement
55 53 IR 11.888 4 Tries to foster student self awareness.
56 50 IR 11.832 4 Keeps appointments with students.
57 40 AD 11.775 4 Tries to reprimand pupils in private.
58 63 TSM 11.775 4 Suggests aids to learning to supplement classroom activity.
59 80 TSM 11.775 4 Repeats often enough so that students learn subject matter.
60 11 NS 11.719 3 Encourages pupils to dress neatly.
61 42 IR 11.719 3 Avoids making derogatory personal remarks to pupils.
62 16 NS 10.832 3 Explains the necessity for honesty.
63 44 IR 10.832 3 Pays attention to student complaints.
64 18 NS 10.775 3 Tries to overcome racial and religious prejudice among pupils.
65 10 NS 9.832 3 Tries to instill civic pride in pupils.
66 15 NS 9,775 3 Stresses the importance of correct speech.
67 36 AD 8.888 3 Handles embarrassing situations in an undisturbed way.
68 21 AD 7.888 3 Settles things for once and for all when he reprimands a pupil.
69 57 IR 7.888 3 Helps former pupils*
70 69 TSM 7.832 3 Encourages pupils to be constructively critical in their approach to 
subject matter.
71 3 NS 6.888 2 Encourages pupils to work for civic improvement.
72 76 TSM 6.888 2 Rarely strays from subject during lessons.
73 12 NS 6.832 2 Encourages participation in extracurricular activities.
74 1 NS 5.832 2 Discourages pupils who boast.
75 5 NS 4.944 1 Encourages pupils to participate in athletic activities.
76 34 AD 4.944 1 Impresses on pupils that as a teacher he deserves respect.
77 7 NS 3.944 1 Encourages pupils to participate in school elections.
78 9 NS 2.944 1 Gives credit for participation in school clubs.
79 6 NS 1.000 0 Encourages pupils to participate in school insurance programs.
80 4 NS 0.000 0 Tells pupils to urge their parents to vote.
Note. AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter
APPENDIX F
FACTOR ARRAY FOR FACTOR C
Rank
Item
# Area
Weighted
Score
Array
Value Item Statement
1 61 TSM 27.074 10 In his presentations, shows competent knowledge of subject matter.
2 16 NS 23.659 10 Explains the necessity for honesty.
3 43 IR 23.366 9 Shows sincere concern when confronted with personal problems of 
pupils.
4 58 IR 23.366 9 Gives his own time to students in need.
5 19 NS 23.074 9 Teaches respect for all ethnic groups.
6 15 NS 22.659 9 Stresses the importance of correct speech.
7 67 TSM 20.951 8 Usually corrects assigned work.
8 73 TSM 20.659 8 Presents well planned lessons.
9 46 IR 20.366 8 Impresses on students that he values working with them.
10 18 NS 19.951 8 Tries to overcome racial and religious prejudice among pupils.
11 77 TSM 19.951 8 Conveys his enjoyment of subject matter to pupils.
12 13 NS 19.659 8 Stresses the importance of telling the truth.
13 27 AD 19.244 7 Demands attention from students during lessons.
14 42 IR 18.951 7 Avoids making derogatory personal remarks to pupils.
15 78 TSM 18.659 7 Presents material in different ways for slow pupils.
16 28 AD 18.366 7 Hesitates to turn his behavior problems over to other school 
authorities.
17 8 NS 18.244 7 Impresses upon students the importance of good manners.
18 80 TSM 17.659 7 Repeats often enough so that students learn subject matter.
19 2 NS 17.244 7 Speaks frequently about the necessity for good health habits.
20 50 IR 17.244 7 Keeps appointments with students.
21 51 IR 17.244 7 Helps individual pupils with emotional problems.
22 53 IR 16.951 6 Tries to foster student self-awareness.
23 55 IR 16.951 6 Keeps his promises to students.
24 26 AD 16.244 6 Adheres to the rules he sets up.
25 34 AD 16.244 6 Impresses on pupils that as a teacher he deserves respect.
26 35 AD 15.951 6 Requires work to be submitted punctually.
Note. AD— authority-discipline NS— nonnative-social
IR— interpersonal relations TSM— teaching-subject matter
FACTOR ARRAY FOR FACTOR C, continued
Rank
Item
if Area
Weighted
Score
Array
Value Item Statement
27 79 TSM 15.829 6 Provides individualized material for pupils as required.
28 44 IR 15.537 6 Pays attention to student complaints.
29 75 TSM 15.537 6 Brings latest developments in subject area into lessons.
30 30 AD 15.244 6 Maintains order without apparent effort.
31 47 IR 14.951 6 Stresses respect for fellow students as much as for teachers.
32 72 TSM 14.829 6 Brings material from related fields into lessons.
33 17 NS 14.537 6 Instill proper respect for elders.
34 20 NS 14.537 5 Teaches students to be sensitive to the needs of others.
35 37 AD 14.537 5 In case of infraction of rules allows pupil to explain his side.
36 56 IR 14.537 5 Gives kindly talks to pupils who need advice.
37 33 AD 14.244 5 Enforces school rules.
38 38 AD 14.244 5 Is consistent in administering discipline.
39 62 TSM 14.244 5 Gives assignments that foster learning.
40 48 IR 13.951 5 Is conscious of student feelings in all conferences.
41 32 AD 13.537 5 Requires that pupils raise hands to be recognized.
42 63 TSM 13.537 5 Suggests aids to learning to supplement classroom activity.
43 60 IR 13.244 5 Gives pupils deserved compliments.
44 24 AD 12.829 5 Discourages pupils from speaking out of turn.
45 45 IR 12.829 5 Shows Interest in the viewpoints of pupils.
46 31 AD 12.537 5 Shows his displeasure to students who do not make an effort.
47 65 TSM 12.537 5 Conveys the goal of each lesson to his pupils.
48 68 TSM 12.537 4 Gives explicit directions for the presentation of daily work.
49 14 NS 12.122 4 Teaches pupils to keep their word.
50 54 IR 12.122 4 Admits when pupils are in the right.
51 12 NS 11.829 4 Encourages participation in extracurricular activities.
52 23 AD 11.829 4 Reprimands pupils in a quiet, friendly manner.
53 25 AD 11.829 4 Stresses the importance of obeying school rules.
54 59 IR 11.829 4 Commends effort on the part of pupils.
Note. AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter
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FACTOR ARRAY FOR FACTOR C, continued
Item
0 Area
Weighted
Score
Array
Value Item Statement
64 TSM 11.829 4 Goes beyond the curriculum if class will benefit from it.
40 AD 10.829 4 Tries to reprimand pupils in private.
41 IR 10.829 4 Keeps his temper when conducting class.
22 AD 10.537 4 Considers pupils' ages in setting up classroom rules.
39 AD 10.537 4 Demands that pupils keep room neat and orderly.
74 TSM 10.537 3 Asks intelligent questions to supplement lectures.
11 NS 10.122 3 Encourages pupils to dress neatly.
52 IR 10.122 3 Makes self available to students who wish to speak to him.
49 IR 9.829 3 Ignores his personal likes and dislikes in handling pupils.
29 AD 9.415 3 Demands a quiet classroom.
70 TSM 9.415 3 Takes advantage of student interest in planning lessons.
3 NS 9.122 3 Encourages pupils to work for civic improvement.
5 NS 9.122 3 Encourages pupils to participate in athletic activities.
10 NS 8.122 3 Tries to instill civic pride in pupils.
36 AD 8.122 2 Handles embarrassing situations in an undisturbed manner.
1 NS 6.415 2 Discourages pupils who boast.
7 NS 5.415 2 Encourages pupils to participate in school elections.
71 TSM 5.122 2 Employs original devices in implementing the curriculum.
66 TSM 4.707 2 Often gives pertinent illustrations in answering questions.
69 TSM 4.707 2 Encourages pupils to be constructively critical in their approach 
subject matter.
6 NS 4.415 1 Encourages pupils to participate in school insurance programs.
76 TSM 4.415 1 Rarely strays from subject during lessons.
9 NS 3.707 1 Gives credit for participation in school clubs.
57 TSM 1.707 1 Helps former pupils.
4 NS 1.000 0 Tells pupils to urge their parents to vote.
21 AD 1.000 0 Settles things for once and for all when he reprimands a pupil.
AD— authority-discipline
IR— interpersonal relations
NS— no nnat ive-so c ial 
TSM— teaching-subject matter
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FACTOR ARRAY FOR FACTOR D
[tea
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27 AD 9.643 10 Demands attention from students during lessons.
73 TSM 9.643 10 Presents well planned lessons.
61 TSM 8.679 9 In his presentations, shows competent knowledge of subject matter.
70 TSM 8.679 9 Takes advantage of student interest in planning lessons.
78 TSM 8.679 9 Presents material in different ways for slow pupils.
79 TSM 8.679 9 Provides individualized material for pupils as required.
45 IR 7.715 8 Shows interest in the viewpoints of pupils.
62 TSM 7.715 8 Gives assignments that foster learning.
66 TSM 7.715 8 Often gives pertinent illustrations in answering questions.
75 TSM 7.715 8 Brings latest developments in subject area into lessons.
77 TSM 7.715 8 Conveys his enjoyment of subject matter to pupils.
80 TSM 7.715 8 Repeats often enough so that students learn subject matter.
30 AD 6.750 7 Maintains order without apparent effort.
31 AD 6.750 7 Shows his displeasure to students who do not make an effort.
35 AD 6.750 7 Requires work to be submitted punctually.
36 AD 6.750 7 Handles embarrassing situations in an undisturbed manner.
48 IR 6.750 7 Is conscious of student feelings in all conferences.
56 IR 6.750 7 Gives kindly talks to pupils who need advice.
68 TSM 6.750 7 Gives explicit directions for the presentation of daily work.
71 TSM 6.750 7 Employs original devices in implementing the curriculum.
74 TSM 6.750 7 Asks intelligent questions to supplement lectures.
2 NS 5.786 6 Speaks frequently about the necessity for good health habits.
3 NS 5.786 6 Encourages pupils to work for civic improvement.
5 NS 5.786 6 Encourages pupils to participate in athletic activities.
7 NS 5.786 6 Encourages pupils to participate in school elections.
9 NS 5.786 6 Gives credit for participation in school cluhs.
13 NS 5.786 6 Stresses the importance of telling the truth.
14 NS 5.786 6 Teaches pupils to keep their word.
AD— authority-dlscipline NS— normative-social o
IR— interpersonal relations TSM— teaching-subject matter
FACTOR ARRAY FOR FACTOR D, continued
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29 15 NS 5.786 6 Stresses the importance of correct speech.
30 16 MS 5.786 6 Explains the necessity for honesty.
31 24 AD 5.786 6 Discourages pupils from speaking out of turn.
32 25 AD 5.786 6 Stresses the importance of obeying school rules.
33 57 IR 5.786 6 Helps former pupils.
34 1 NS 4.822 5 Discourages pupils who boast.
35 4 NS 4.822 5 Tells pupils to urge their parents to vote.
36 6 NS 4.822 5 Encourages pupils to participate in school insurance programs.
37 8 NS 4.822 5 Impresses upon students the importance of good manners.
38 11 NS 4.822 5 Encourages pupils to dress neatly.
39 12 NS 4.822 5 Encourages participation in extracurricular activities.
40 17 NS 4.822 5 Instills proper respect for elders.
41 20 NS 4.822 5 Teaches students to be sensitive to the needs of others.
42 29 AD 4.822 5 Demands a quiet classroom.
43 32 AD 4.822 5 Requires that pupils raise hands to be recognized.
44 34 AD 4.822 5 Impresses on pupils that as a teacher he deserves respect.
45 39 AD 4.822 5 Demands that pupils keep room neat and orderly.
46 64 TSM 4.822 5 Goes beyond the curriculum if class will benefit from it.
47 72 TSM 4.822 5 Brings material from related fields into lessons.
48 33 AD 3.857 4 Enforces school rules.
49 42 IR 3.857 4 Avoids making derogatory personal remarks to pupils.
50 43 IR 3.857 4 Shows sincere concern when confronted with personal problems of 
pupils.
51 50 IR 3.857 4 Keeps appointments with students.
52 54 IR 3.857 4 Admits when pupils are in right.
53 55 IR 3.857 4 Keeps his promises to students.
54 58 IR 3.857 4 Gives his own time to students in need.
55 63 TSM 3.857 4 Suggests aids to learning to supplement classroom activity.
Mote. AD— authority-discipline NS— normative-social
IR— interpersonal relations TSM— teaching-subject matter
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FACTOR ARRAY FOR FACTOR D, continued
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65 TSM 3.857 4 Conveys the goal of each lesson to his pupils.
67 TSM 3.857 4 Usually corrects assigned work.
69 TSM 3.857 4 Encourages pupils to be constructively critical in their approach 
subject matter.
76 TSM 3.857 4 Rarely strays from subject during lessons.
18 NS 2.893 3 Tries to overcome racial and religious prejudice among pupils.
21 AD 2.893 3 Settles things for once and for all when he reprimands a pupil.
22 AD 2.893 3 Considers pupils' ages in setting up classroom rules.
23 AD 2.893 3 Reprimands pupils in a quiet, friendly manner.
40 AD 2.893 3 Tries to reprimand pupils in private.
46 IR 2.893 3 Impresses on students that he values working with them.
49 IR 2.893 3 Ignores his personal likes and dislikes in handling pupils.
52 IR 2.893 3 Makes self available to students who wish to speak to him.
60 IR 2.893 3 Gives pupils deserved compliments.
26 AD 1.929 2 Adheres to the rules he sets up.
28 AD 1.929 2 Hesitates to turn his behavior problems over to other school 
authorities.
38 AD 1.929 2 Is consistent in administering discipline.
41 IR 1.929 2 Keeps his temper when conducting class.
47 IR 1.929 2 Stresses respect for fellow students as much as for teachers.
59 IR 1.929 2 Commends effort on the part of pupils.
19 NS 0.964 1 Teaches respect for all ethnic groups.
44 IR 0.964 1 Pays attention to student complaints.
51 IR 0.964 1 Helps individual pupils with emotional problems.
53 IR 0.964 1 Tries to foster student self-awareness.
10 NS 0.000 0 Tries to instill civic pride in pupils.
37 AD 0.000 0 In case of infraction of rules allows pupil to explain his side.
AD— authority-discipline
IR— Interpersonal relations
NS— norma t ive-so c ial 
TSM— teaching-subject matter
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